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ABSTRACT 
The purpose of this study was to explore the conceptions of academics at the NMMU 
concerning the nature and purpose of teaching portfolios in higher education. The study was 
guided by the following research question: 
What are the conceptions of academics concerning the nature and purpose of teaching portfolios 
in higher education?  
A case study, involving academics at the Nelson Mandela Metropolitan University 
(NMMU), was used to answer the research question. A sequential explanatory mixed-methods 
research design was employed to collect data from an electronic questionnaire consisting of 
Likert-scale type of responses and open-ended questions, followed by two focus group 
interviews with academics that had prior experience in the development of a teaching portfolio. 
Forty-five academics responded to the questionnaire sent to all the academics at the NMMU, 
providing a broad perspective on the conceptions of NMMU academics regarding the nature and 
purpose of teaching portfolios. The two focus group interviews were conducted with six and 
eight academics respectively who was purposively chosen for their prior experience with the 
development of teaching portfolios. The aim of the focus group interviews were to elaborate on 
the data generated by the questionnaire.  
The quantitative data gathered by the questionnaire was statistically analysed, generating 
descriptive statistics of the Likert type response statements. The transcripts of the focus group 
interviews were thematically analysed. The conceptual framework that initially guided the 
formulation of the sub-research questions was amended to include the themes that emerged from 
the thematic analysis of the data, namely: the portfolio development process, the uses of and 
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purposes for developing teaching portfolios, the attitudes of academics towards teaching 
portfolios, and the benefits gained from the development of teaching portfolios.  
The findings of the study revealed that of the participants find work overload and 
additional responsibilities as major constraints and collaboration among peers as the most helpful 
factor in the development of a teaching portfolio. The findings further revealed that the majority 
of the participants identified items to be included in a teaching portfolio that would enable them 
to use the portfolio in the development of their teaching.  
A mixture of attitudes towards teaching portfolios was identified. Some academics (in 
particular those who have prior experience in the development of portfolios) displayed a positive 
attitude towards teaching portfolios, while participants reported a negative attitude towards 
teaching portfolios by most of their colleagues (mostly those who have not developed a portfolio 
yet). The negative attitudes do seem to overpower the positive attitudes towards teaching 
portfolios. The challenge to the NMMU would therefore be to get academics to make use of the 
initiatives provided by the NMMU to assist them with the teaching portfolio development 
process. Four recommendations that may serve as guidelines to assist in the successful 
implementation of teaching portfolios at the NMMU were made, based on the findings of the 
study 
Although the results of this study cannot be generalized to other higher education 
institutions, they do provide insights in the conception of the academics regarding the nature and 
purpose of teaching portfolios at the NMMU that can be of benefit to other higher education 
institutions.  
Key words: teaching portfolio; academics; perceptions; conceptions; attitudes. 
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CHAPTER ONE 
INTRODUCTION AND OVERVIEW 
 
1.1 INTRODUCTION 
During the last two decades teaching in a higher education context has changed, resulting 
in the need for monitoring the quality and professional development of teaching. A vehicle 
frequently used for this purpose is the teaching portfolio (De Rijdt, Tiquet, Dochy, & Devolder, 
2006). Teaching portfolios engage academics in a process of ongoing professional development 
that enhances teaching and learning processes and provides educators with an opportunity to 
collate a range of evidence that reflects their ongoing professional development (Raven, 2005).  
Research has shown that teaching portfolios are effective in the authentic documentation 
of the complexity of teaching and learning situations (Weshah, 2010). Although it is impossible 
to say how widespread portfolio assessment is, the literature indicates its adoption in many 
countries. Internationally, teaching portfolios have been used by academics as tools to assist 
them in their reflection on and the improvement of their teaching practice and as such, to  
contribute to their professional development (Robinson, 1996; Bunker & Leggett, 2004; 
Tigelaar, Dolmans, De Grave, Molfhagen, & Van der Vleuten, 2006). Teaching portfolio 
development enables academics to assess their knowledge and skills through the process of 
reflection, enabling them to learn from this direct experience and, in the process, to develop 
professionally (Mues & Sorcinelli, 2000). In addition to their use to improve teaching and 
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learning, teaching portfolios are also increasingly adopted as assessment tools for the 
accreditation and promotion of academics, as well as for awarding teaching excellence awards to 
academics (Tisani, 2006; 2008; Webbstock, 2006; Fourie & Heinrich, 2010). 
Although teaching portfolios could contribute to the professional development of 
academics, the use of teaching portfolios is not without its challenges. They are neither easy to 
compile nor easy to evaluate (Buckridge, 2008). Additionally, the task of compiling teaching 
portfolios takes significant time and energy, and could represent genres of work that are 
unfamiliar for many academics (Buckridge, 2008). Academics may, consequently, need support 
in the development of their teaching portfolios. It is therefore recommended that institutions 
should assist academics in the development of teaching portfolios through the offering of 
professional development programmes (Ndebele & Maphosa, 2013), focusing specifically on the 
development of teaching portfolios in a non-threatening environment (Fourie & Heinrich, 2010). 
1.2 RATIONALE AND PURPOSE OF THE STUDY 
The professional development expected of academics is stretching them to new limits. 
Academics are not just expected to do research in their field of expertise as well as to teach; but 
they are also challenged to base their teaching on strong scientific inquiry (Tisani, 2008). This 
can be accomplished through the scholarship of teaching and learning (Kreber, 2006).   
The Scholarship of Teaching and Learning is understood as a process of knowledge 
construction whereby the claims of knowledge are validated through reflection on teaching 
experience and on educational theory (Kreber, 2006). The scholarship of teaching and learning 
involves learning about three equally important domains of teaching knowledge, which are: 
curricular knowledge, pedagogical knowledge, and instructional knowledge (Kreber & Cranton, 
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1997, 2000). The scholarship of teaching model is concerned with the construction of 
knowledge, through three levels of reflection (on content, process and premise) in each domain 
(Kreber, 2006).   
A process by which academics construct knowledge about teaching and learning through 
reflection, which is identified as a key process in the scholarship of teaching and learning, is 
known as transformative learning (Kreber & Cranton, 2000). The reflection process associated 
with transformative learning and the scholarship of teaching and learning could be demonstrated 
and reviewed through teaching portfolios (Kreber, 2006). The adoption of teaching portfolios as 
one of the alternative methods for improving teaching and learning in higher education is a 
recent development in South Africa (Tisani, 2006; McColgan & Blackwood, 2009).  
The use of teaching portfolios to document teaching in higher education in South Africa 
(SA) is closely connected to the implementation of a major higher education reform movement in 
South Africa. In 1997 higher education in South Africa embarked on a nationwide movement to 
improve the quality of higher education teaching and learning. The Higher Education Quality 
Committee (HEQC), a sub-committee of the Council on Higher Education (CHE), was 
established with the particular function of assuring and promoting quality functions of the CHE 
in terms of the National Qualifications Framework (NQF) Act (Higher Education Act 101, 1997; 
CHE, 2003; Scott, Yeld & Hendry, 2007). In line with international best practice, the HEQC has 
conceptualised its role in terms of four inter-related components, which are: (1) programme 
accreditation, (2) national reviews, (3) quality promotion and capacity development, and (4) 
institutional audits, which assess the internal quality assurance mechanisms of higher education 
institutions and identify areas for improvement (CHE, 2004).  
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This research study emanated from an audit performed by the Higher Education Quality 
Council (HEQC) in 2009 at the Nelson Mandela Metropolitan University (NMMU) as part of a 
national drive to improve the quality of teaching in South African higher education. The 2009 
institutional audit report alerted the NMMU to the fact that academics did not understand 
teaching portfolios as well or as widely as they could (HEQC, 2009). The HEQC encouraged the 
university to provide support to academics towards the development of teaching portfolios 
(HEQC, 2009).  
The NMMU committed to providing support to academics in developing teaching 
portfolios by incorporating the provision of support to academics, for the purpose of developing 
and using teaching portfolios as part of the mission of the university. In response to the 
commitment of the university to support the development and use of teaching portfolios by the 
academics, the Centre for Teaching, Learning and Media (CTLM) offered a teaching portfolio 
development programme on all the campuses of the NMMU. The programme comprised 
workshops, as well as individual consultations upon request. Regular electronic invitations were 
sent out to invite all academics to make use of these opportunities.  
Despite the efforts to extend the invitation to make use of these portfolio development 
teaching opportunities to all the academics of the NMMU, the utilisation of these opportunities 
by the academics was generally low. In 2011, 47 academics out of a total of 573 attended the 
portfolio development workshops; 12 academics attended the workshops in 2012; and 15 
attended in 2013. Only two individual sessions were requested and conducted in 2011; three in 
2012; and five sessions were conducted in 2013. A misalignment seems to exist between the 
perceived need for support to academics in the development of teaching portfolios and the 
 5 
 
attendance by the academics at the teaching portfolio development opportunities offered by the 
CTLM.  
During routine formative evaluations upon the completion of the workshops and the 
foreground of the consultations, a few issues were highlighted regarding the development of 
teaching portfolios. The first issue was that the NMMU academics view teaching portfolios as 
documents used either by academics to boast about their good teaching and achievements, or by 
management as a tool to make administrative judgements about academics. The second 
observation was that the academics have a negative attitude towards the development of teaching 
portfolios.  They feel that the development of a portfolio only adds to their workload. Thirdly it 
was observed that the academics that develop teaching portfolios do so mainly for summative 
assessment purposes and less so for formative purposes where they take ownership of their own 
professional development. These observations led to the development of an initial conceptual 
framework for the study that drives the research questions (see Figure 1.1).  
 
Figure 1.1: Initial conceptual framework of the study   
Teaching 
portfolios 
in HE 
Prior 
experience 
Content of 
portfolios 
Attitudes 
towards 
portfolios 
Use of 
portfolios 
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In this framework, I see prior experiences with portfolio development playing an 
important role in the professional practice of academics; consequently affecting their current use 
and advocacy of the portfolio process. The focus of the study has thus been conceptualised to 
investigate the perceptions of NMMU academics concerning the content of teaching portfolios; 
their conceptions regarding the use of teaching portfolios; and their attitudes towards teaching 
portfolios in higher education, in order to understand the implementation of teaching portfolios at 
the NMMU. This initial conceptualisation of the study led to the formulation of the research 
question and sub-questions mentioned in the section to follow.   
1.3 RESEARCH QUESTIONS 
In order to meet the purpose of this study, the following specific research question was 
addressed.  
What are the conceptions of academics concerning the nature and purpose of teaching portfolios 
in higher education?  
To address the above research question, the following sub-questions were formulated: 
 What are the conceptions of academics at the NMMU regarding the content of teaching 
portfolios in higher education? 
 What are the perceptions of the NMMU academics regarding the use of teaching 
portfolios in the higher education context? 
 What are the attitudes of the NMMU academics towards the development of teaching 
portfolios in higher education? 
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 What are the conceptions of academics having had prior experience in the development of 
teaching portfolios concerning the factors that enhance and challenge the portfolio 
development process?  
 Based on the responses to the questions above, what guidelines can be given to the 
institution regarding the successful implementation of teaching portfolios?  
1.4 AIM AND OBJECTIVES OF THE RESEARCH STUDY 
The aim of this case study was to gain a better understanding of the conceptions, 
perceptions and attitudes of NMMU academics with regard to teaching portfolios in higher 
education in order to develop guidelines for the provision of support to academics in the 
development of their teaching portfolios (Woods, 2006). The objectives of this study were to 
determine: 
 the perceptions of NMMU academics regarding the content of teaching portfolios in 
higher education. 
 the perceptions of NMMU academics regarding the use of teaching portfolios in higher 
education.  
 the attitudes of NMMU academics towards the development of teaching portfolios in 
higher education. 
 to develop guidelines, based on the findings of the study, for the institution pertaining to 
the successful implementation of teaching portfolios at the NMMU.  
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1.5 SIGNIFICANCE OF THE STUDY  
This study could play a positive role in the future planning of the successful 
implementation of teaching portfolio development at the NMMU. Any other higher education 
institution that may be faced with similar challenges as the NMMU may benefit from the 
findings of this study. 
1.6 CLARIFICATION OF CONCEPTS 
In this section concepts relevant to this research were discussed, namely, attitudes, 
conceptions, perceptions and teaching portfolios.  
1.6.1 Attitudes  
For the purpose of this study, attitudes refer to the way academics think and feel about 
teaching portfolios in the higher education context. As the behaviour of academics is influenced 
by their attitudes towards the behaviour; to the subjective norms that influence them, and to their 
intentions in carrying out the behaviour (Ajzen & Madden, 1986), it is important to establish the 
attitudes of academics towards the development of teaching portfolios in order to understand 
their future engagement in the process of portfolio development.  
1.6.2 Conceptions 
Conceptions are described as the relationship between an individual and a particular task 
and context and are therefore not stable entities within cognitive structures, but dynamic entities 
that depend on the particular task and context in which they are being studied (Bain, McNaught, 
Lueckenhausen, & Mills, 1997). White (1994, p. 118) defines conceptions as “systems of 
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explanation”, while Duit and Glynn (1996) consider conceptions to be the mental models that a 
person has of an object or an event. A conception is therefore considered to be a mental construct 
of reality (Kelly, 1991) that contains beliefs, meanings, preferences and attitudes (Thompson, 
1992) that explain complex and difficult categories of experience (White, 1994). In this study, 
conceptions were used in the context of how academics in the NMMU understand and explain 
the nature, content, use and purpose of teaching portfolios in higher education.   
1.6.3 Perceptions 
A perception is defined as the ability to see, hear or understand something (Oxford 
Advanced Learners Dictionary, 1992). In this study, the perceptions referred to the understanding 
of the NMMU academics of the use and experiences of teaching portfolios in higher education. 
1.6.4 Teaching portfolio 
The differences in how teaching portfolios are conceived and why they are used make it 
difficult to work from a single definition (Delandshere & Petrosky, 2005). Authors use the term 
teaching portfolio in many different ways, which range from expressing small differences to 
ascribing a totally different understanding of the term (De Rijdt et al., 2006). Delandshere & 
Petrosky (2005) understand the teaching portfolio to be a group of typical documents which 
concentrate on the best deeds and achievements of the academic. A teaching portfolio is general 
and reflective and it represents the professional development of an academic in a specific period. 
In the context of this study, a teaching portfolio is a structured collection of the work of 
academics created across diverse contexts over time, framed by reflection and enriched through 
collaboration with the ultimate aim being the advancement of learning (Wolf & Dietz, 1998, 
reported in Kocoglu, Akyel & Ercetin, 2008).  
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1.7 METHODOLOGY 
A case study consisting of three phases was used as the methodology in this study 
(Doyle, Brady & Byrne, 2009; Leech & Onwuegbuzie, 2009; Biddle Schafft, 2014). The 
sequential explanatory research design (Tashakkori & Teddlie, 2003; Teddlie & Tashakkori, 
2006; Tashakkori & Teddlie, 2010) adopted to answer the research questions, consists of three 
phases. The first phase of the study collected partially mixed data by means of a questionnaire 
sent to all academics at the NMMU. Phase two implemented two focus group interviews with 
academics that have developed a teaching portfolio in the past with the aim of following up on 
the quantitative data in depth (Creswell & Clark, 2007; Hesse-Biber, 2010); while phase three 
integrated the results from the first two phases into a single narrative to provide guidelines for the 
support of academics in the development of teaching portfolios.  
The rationale for using mixed-methods research was to integrate the quantitative and 
qualitative methods systematically in a single study for the purpose of obtaining a fuller picture 
and a deeper understanding of a phenomenon, thereby gaining the advantage of each method 
(Bazeley, 2006; Greene, 2006; Creswell & Clark, 2007; Small, 2011). Secondly, the mixed-
methods approach was chosen because neither method used in isolation would be sufficient to 
handle the nature of the research problem effectively (Ivankova, Creswell & Stick, 2006, 
Creswell & Clark, 2007). 
1.8 LIMITATIONS OF THE STUDY 
There were certain limitations to the study and without adequate consideration of these 
limitations the validity of this study would not be genuine. The first limitation is my involvement 
with academic staff development, focusing on supporting academics in the development of 
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teaching portfolios. My involvement in the teaching portfolio development may have caused bias 
in the responses of the focus group participants. To deal with the potential bias, I used a 
sequential semi-mixed methods approach with one section of qualitative data embedded in a 
quantitative method (semi-structured questionnaire). This means that that the qualitative data 
(focus group) was used to validate the quantitative data and I could not manipulate the collected 
data. The second limitation is that the scope of the data collected was too small, which may be 
seen as not representative of the larger group. Therefore findings of this study cannot be 
generalized to an entire academic population because my study focuses on the perceptions, 
conceptions and attitudes of the NMMU academics and not on the academics of any other higher 
education institutions.  Yet, despite these limitations, this research might provide some insight 
into the perceptions, conceptions and attitudes held by academics, and will contribute potentially 
to the implementation of teaching portfolio development in the higher education context.   
1.9 PROPOSED LAYOUT OF THE STUDY 
The division of chapters follows a simple logical order.  
Chapter 2: Theoretical framework 
The second chapter reviews the literature relevant to the functions and use of teaching 
portfolios by academics in their role as higher education teachers. A classification of the various 
types of portfolios relevant to the context of teaching in higher education is provided, followed 
by a discussion on both the benefits and the challenges experienced by academics when 
developing their portfolios. A theoretical framework for both the formative and summative use of 
portfolios is identified. This forms the theoretical framework that informs the study.  
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Chapter 3: Research methodology 
This chapter discusses the research design in greater detail, expanding on the overview 
given in Chapter 1. A single case study design is identified as the most appropriate approach to 
answer the research question and the related sub-questions. Both quantitative and qualitative data 
is collected to answer the questions. The quantitative data, collected by means of a questionnaire 
to all the academic staff at the NMMU, is analysed using descriptive statistics, while thematic 
analysis is used to analyse both the opened-ended question on the questionnaire, as well as the 
data from the two groups’ interviews.  
Chapter 4: Research results 
The fourth chapter presents and discusses the research results, which includes data 
processing and evaluation. The results are presented in accordance with both survey design and 
case study research design. The findings of the study are discussed in the context of the 
conceptual framework proposed in Chapter 1, the statically analysis tables as well quotations 
from the focus groups responses.  
Chapter 5: Conclusions and recommendations 
This chapter discuss the findings drawn from the study. The data findings are presented in 
a narrative format, under themes emerge from the conceptual framework identified in Chapter 4, 
supported by verbatim quotations from the transcribed interviews, adhering to the ethical 
measures as discussed in Chapter 3. Additionally, the findings will be contrasted and supported 
by relevant literature, for the purpose of substantiation.  
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CHAPTER TWO 
              LITERATURE REVIEW 
 
2.1 INTRODUCTION 
The review of literature focuses on the background of teaching portfolios in higher 
education, the description of teaching portfolios, types of teaching portfolios, the content of 
teaching portfolios, the purposes of developing a teaching portfolio, the benefits of teaching 
portfolios and teaching portfolio conceptions.  
2.2 THE BACKGROUND OF TEACHING PORTFOLIOS IN HIGHER EDUCATION 
The etymological source of the word ‘portfolio’ comes from the Italian word Portare 
Fogliou meaning ‘to carry paper’ (Rassin, Silner, & Ehrenfeld, 2006). Portfolios were originally 
used by painters, artists or architects, and photographers to carry around a variety of documents 
(Loughran & Corrigan, 1995; Lettus, Moessner, & Dooley, 2001; Kocoglu, Akyel, & Ercetin, 
2008), demonstrating their achievements as well as their reflections on their professional and 
personal development in their particular field (Loughran & Corrigan, 1995; Lettus et al., 2001; 
Kocoglu et al., 2008), sometimes in the hope of being promoted (Berk, 2005).  
Portfolios were adopted in higher education as an approach to evaluate, reward, improve, 
value, and respond simultaneously to the movement to take teaching seriously and to the 
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pressures to improve systems of teaching accountability (Seldin, 1993). Portfolios have, 
currently, a very wide variety of applications in higher education owing to their flexibility to be 
adapted to suit the wishes of their users (Meeus, Van Looy, & Van Petegem, 2006). This 
flexibility is, however, also the source of a fair amount of confusion around the use of portfolios 
in higher education (Meeus et al., 2006). Meeus et al., (2006) argue that a portfolio is not a 
neutral tool and, as such, consideration needs to be given to the ways in which portfolios are used 
in a higher education context in order to clarify the position of a teaching portfolio, in particular. 
Meeus et al. (2006, p. 127) identify four modes of implementation for portfolios in relation to 
higher education:  
(1) “in admissions to higher education; for the assessment of competencies acquired 
elsewhere by students applying for admission;  
(2) during the higher education course: for the supervision and assessment of the initial 
competencies of the student;  
(3) on entrance into the profession: for use in connection with job applications; 
(4) as part of professional life: for ongoing professional development, on the job”  
(Meeus et al., 2006, p. 127). 
The different modes of implementation of portfolios each have different expectations. 
Academics are being held accountable, as never before, to provide solid evidence of the quality 
and effectiveness of their teaching (Seldin, Miller, & Seldin, 2010). Evidence of the effectiveness 
of their teaching which plays a part in the professional development of academics is provided in 
the form of teaching portfolios (Reece, Pearce, Melillo, & Beadry, 2001; McLean & Bullard, 
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2000). The introduction of portfolios as part of an ongoing professional development pathway 
(the focus of this study), is rooted in the notion that professional development is a life-long 
process of qualitative changing in thinking and in the thinking and professional practice (Meeus 
et al., 2006, p. 128). As a tool to inform professional decision-making, and encourage self-
evaluation and goal-setting, teaching portfolios have potential for career-long professional 
development (Rolheiser, Schwartz, & Ross, 2001). The implementation of portfolios as part of 
ongoing professional development could generally also be integrated into the competence 
management system of organisations (Van der Heijden, 1999, as reported by Meeus et al., 2006). 
Professional development portfolios are called teaching portfolios in the context of higher 
education teaching. Teaching portfolios are used by academics to demonstrate their teaching 
effectiveness and growth.  
Teaching portfolios originated in the 1980s in Canada to counter the narrow focus of 
using student evaluations as evidence when evaluating teaching in higher education, by 
introducing a broader base of information compiled by the academics themselves as evidence of 
their teaching (Knapper, as reported in Knapper & Wright, 2001). Since the humble beginnings 
of teaching portfolios in higher education, said portfolios are now used in many universities 
worldwide to contribute to the development and growth of individual academics and to the 
improvement of the teaching profession as a whole (Tigelaar, Dolmans, De Grave, Wolfhagen, & 
Van Der Vleuten, 2006; Buckridge, 2008; Kurita, 2013). There is however, a mixture of 
applications. Each specific educational context with its specific expectations gives rise to its own 
specific use of portfolios. As argued by Knapper and Wright (2001), the analogy of a teaching 
portfolio representing a collection of ‘best work’ may be misleading. The modern-day teaching 
portfolio is a complex artefact serving multiple purposes (Wolf, 1999). 
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2.3 CONCEPTIONS OF TEACHING PORTFOLIOS  
A review of relevant literature reveals a variety of conceptions of teaching portfolios. 
Oermann (1999, p. 224), supported by Hamps-Lyons (2003), describes a teaching portfolio as “a 
compilation of carefully selected materials that describe a[n] [academic’s] teaching activities in 
the classroom … and other settings”.  Lin (2008), on the other hand, describes a teaching 
portfolio as a purposeful collection of examples of learning that provides evidence of the 
knowledge, skills, and dispositions of specific academics. A teaching portfolio is also seen as a 
personal collection of evidence providing an individualised portrait of the academic as a 
professional, driven by a particular goal (Painter, 2001; Rassin et al., 2006), namely to showcase 
professional growth and achieved competence in the complex act of teaching (Imhof & Picard, 
2009).  
Porter and Cleland (1995, p. 154) highlighted the reflective component of a portfolio, the 
production of knowledge, as well as the dialogical nature of portfolios when they defined 
portfolios as “a collection of artefacts accompanied by a reflective narrative that not only helps 
the [academic] to understand and extend learning, but invites the reader of the portfolio to gain 
insight about learning and the [academic]”. This dialogical aspect of a teaching portfolio is so 
elegantly pointed out by Takona (2002):  
“A portfolio is a mirror and a window at the same time. As a mirror the portfolio 
enables you to reflect on your growth and see it. As a window, the portfolio allows 
others to look in and see you” 
(Takona, 2002, p. 60).  
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Another conception of portfolios is built upon the conception of a display of ‘best 
practice’ where the teaching portfolio is seen as a purposeful and structured collection of 
evidence consisting of descriptions, documents and examples of the best work of academics that 
demonstrates their accomplishments over time and across diverse purposes and contexts (Stone, 
1998; Tillema, 2001; De Rijdt et al., 2006).  
Although teaching portfolios are described or conceptualised in different ways, the 
various conceptualisations share some features, namely that they are structured and purposeful; 
require reflection; are flexible and dialogical in nature; and can be used both for a developmental 
and an evaluative purpose that can be developed whether obligatory or voluntary.  
A teaching portfolio is structured and purposeful, but also flexible enough to accommodate 
various purposes  
Although a teaching portfolio consists of a diverse collection of materials and may appear 
similar in many respects, portfolios are, above all else, purposive and everything about them 
derives from their desired purpose (Van Tartwijk, Driessen, Van Der Vleuten, & Stokking, 
2007). Teaching portfolios are structured, either around individual goals or around institutional 
goals, or according to sound professional standards set by a professional body (Barrett & Carney, 
2005; De Rijdt et al., 2006). The particular purpose for the construction of the portfolio has 
consequences for the content and structure of that portfolio (Van Tartwijk et al., 2007) and, as 
such, a frank discussion about the purpose for developing a portfolio is essential at the outset 
(Davies & Le Mahieu, 2003). The various purposes of teaching portfolios will be discussed in 
more detail in Section 2.4. The range and comprehensiveness of evidence provided by a 
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portfolio, linked to its flexibility in addressing the various purposes are some of the strengths of 
portfolios (Julius, 2000).   
A teaching portfolio requires reflection 
Reflection is one of the defining features of teaching portfolios (Wade & Yarbrough, 
1996; Murphy, MacLaren, & Flynn, 2009; Darling, 2001; Jay & Johnson, 2002). The following 
definition for a teaching portfolio illustrates the importance of reflection in such a teaching 
portfolio. A teaching portfolio is seen as an evolving collection of carefully selected or composed 
professional thoughts, goals, and culminating experience that are threaded through with 
reflection and the self-assessment of the progress of the academics made in the development of 
their competence (Tillema, 1998; Kabilan & Khan, 2012). Reflection stimulates academics to 
develop a new understanding and appreciation of their teaching experiences; to recognise links 
between different aspects of these experiences; and to formulate insights around their teaching 
experiences (van Tartwijk et al, 2007). A teaching portfolio is, resultantly, perceived as a tool 
used by academics to reflect on their teaching practice; on their own learning process; on how 
they collaborate with their colleagues, and on the development of their competence in teaching 
(Tillema, 2001; Delandshere & Petrosky, 2005; Jones, 2010; Kabeta, Gebremeskel, & Delesa, 
2013  
The concept of reflection is; however, not without its own problems as the concept is an 
ill-defined one, frequently used unquestioned (Jones, 2010), leading to the call by David (2006) 
for ‘productive’ reflection (reported in Jones, 2010). The construction of a teaching portfolio will 
not result automatically in ‘productive’ reflection, but could act as trigger for reflection if the 
selection, annotation and writing of reflective statements for the teaching portfolio stimulate the 
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academics to consider their practice critically (Jones, 2010). A constructivist perspective on 
knowledge and learning (Mc Laughlin & Vogt, 1996), with reference to the reflective practice of 
Schön is often a key concept in discussions around the construction of teaching portfolios 
(Hatton & Smith, 1995). 
A teaching portfolio is developmental in nature  
One of the features of a teaching portfolio is the focus on documenting the development 
of the competence, learning and understandings of the academic about the complex act of 
teaching (Darling, 2001; Rassin et al., 2006; Imhof & Picard, 2009). The evidence included in 
the portfolio is gathered to show the  learning journey of the academic over time, broadly 
encompassing the  journey of lifelong learning of that academic (Butler, 2006), resulting in a 
‘living’ or working document with the focus on collecting evidence to reflect a process of 
continuous growth. 
A teaching portfolio is evaluative in nature  
Connecting teaching portfolios to evaluation serves the purpose of external summative 
evaluation to improve the ability of academics to self-evaluate (Tucker et al., 2003). Teaching 
portfolios are described by Winsor and Ellefson (1995) as a combination of processes (of self‐
evaluation and collaborative evaluation) and product (of those processes). Teaching portfolios 
are perceived to be documented self-evaluation exercises since they entail a process of reflection, 
innovation, and continuous quality improvement in teaching and learning (Wright, Knight & 
Pomerleau, 1999; Tucker et al., 2003). Teaching portfolios are, furthermore, considered to be 
products, and are evaluated summatively to hold academics accountable for demonstrating the 
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attainment of particular standards of professional organization (Cerbin, 1994; Barrett & Carney, 
2005).  
Additionally, when academics have an active voice in presenting evidence regarding what 
they do and how well they do it, they assume a role in evaluation that encourages personal 
ownership for improvement and professional growth (Hurst, Wilson, & Cramer, 1998; Wolf, 
1999). Conversely, academics may experience both benefits and tension in the use of teaching 
portfolios as evaluation tools because they are reflective of a constructivist paradigm (Stone, 
1998). When academics become active stakeholders in evaluation many questions arise 
concerning the utility, reliability, validity and value of teaching portfolio evaluation. Ambiguities 
also arise because teaching portfolios serve multiple evaluation purposes (McLaughlin & Vogt, 
1998; Stone, 1998).  
The development of a teaching portfolio can either be obligatory or voluntary 
Teaching portfolios can be either voluntary or mandatory (Smith & Tillema, 2001). The 
mandatory development of a portfolio has been reported to act as a trigger for reflection that is 
often not present in everyday practice (Jones, 2010). Mandated portfolios are used to evaluate 
performance in relation to external evaluation requirements (Graves & Sunstein, 1992). The 
mandatory teaching portfolio has a fixed format to help the academics to provide appropriate 
evidence of standards and a precise specification of levels of competence required externally 
(Webster, 1992; Smith & Tillema, 2001). It can also be a purposeful and personally collected 
array of work providing evidence of growth and accomplishments to be brought forward for 
reward and promotion (Smith & Tillema, 2001). In contrast to the mandatory, the voluntary 
teaching portfolio is a self-directed personal evaluation and a reflective account of professional 
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growth during a long-term process initiated for personal use by a person who is building an 
identity (Smith & Tillema, 2001).  
2.4 THE PURPOSES AND USES OF TEACHING PORTFOLIOS 
As mentioned earlier, there is no one or best specific purpose for portfolios as teaching 
portfolios can be used for a variety of purposes, ranging from showing personal and professional 
growth over time (e.g. Politano, 1997; Tierney, Carter, & Desai, 1991; Elbow & Belannof, 
1986), to providing assessment information that guides instructional decision-making (e.g., Arter 
& Spandel, 1992; Le Mahieu & Eresh, 1996a; Gillespie, Ford, Gillespie, & Leavell, 1996), as 
well as to showing the journey of professional learning including process and products over time 
(e.g. Costa & Kallick, 2000; Gillespie et al., 1996).  
“In fact, portfolios are so purposive that everything that defines a portfolio system: 
What is collected; Who collects it; How it is collected; Who looks at it; How they 
look at it; and What they do with what they see are all determined first by the 
purpose for the portfolio”  
(Davies & Le Mahieu, 2003, p. 143). 
Because the purpose of a teaching portfolio determines how the information is used and 
by whom, clarity of purpose is of utmost importance before the development of a portfolio 
(Klenowski, Askew, & Carnell, 2006). If the development of the teaching portfolio is for the 
eyes of the academics only, the teaching portfolio will be an informal, less structured, self-
assessment teaching portfolio (Klenowski et al., 2006). If it is developed for the eyes of the high-
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profile audience then it will be a formalized teaching portfolio that will be used for evaluation by 
administrators (Klenowski et al., 2006).  
Oermann (1999) identified the two overarching purposes of teaching portfolios to be: (1) 
to assist in the growth and development of the academics (formative purpose); and (2) to 
document teaching effectiveness for personnel decisions such as promotion, and merit awards 
(summative purpose) (Baume & Yorke, 2002; Klenowski et al., 2006). These two purposes 
further lead to the development of two different types of portfolios, namely a process portfolio 
and a product portfolio.  
Process portfolios are considered to be diagnostic in nature (Oermann, 1999; Lombardi, 
2008). They are intended for personal use by the academics themselves reflecting their thinking 
about their teaching and learning (Oermann, 1999; Kabeta et al., 2013). The emphasis of process 
portfolios is on the formative and ongoing evaluation of teaching, individual reflection, and self-
assessment (Conderman, 2003) often facilitated by reference to theory and scholarly literature 
(Weshah, 2010). Although decisions on the content of a process portfolio lie with the individual 
academic (Wray, 2008; Campbell & Brummett, 2002), it is important that academics choose 
materials that will illustrate personal and professional growth, as well as development in their 
thinking as academics (Campbell & Brummett, 2002; Dinham & Scott, 2003; Corry & Timmins, 
2009). Formative evaluation of teaching can be described in terms of “the source of the 
information (self, students, peers, and experts), as well as the method used to collect the 
information (questionnaires, observations, interviews) and the degree of time, effort, and 
formality involved” (Smith, 2001, p. 54).  
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Product portfolios, on the other hand, are summative in nature with a focus on finished 
products that showcase the competence of the academic (Campbell & Brummett, 2002) as well 
as their teaching effectiveness. It provides, in essence, a more concrete, defendable tool to 
evaluate the teaching ability and effectiveness of academics (Babin, Shaffer, & Tomas, 2002); 
their critical thought; as well as their research activities (Campbell & Brummett, 2002; Moseley 
& Ramsey, 2005; Rassin et al., 2006). The product portfolio is mainly intended to be used when 
making personnel decisions (e.g., job applications, annual reviews, promotions and teaching 
awards), salary decisions (e.g., merit pay considerations), and career decisions (e.g., position 
searches and grant applications) (Oermann, 1999; Babin et al., 2002; Lombardi, 2008).  
Campbell and Brummett (2002) identified a hybrid process/product portfolio as a 
portfolio which shows not only achievements and success, but also ongoing areas of 
improvement. Hybrid process/product portfolios combine the elements of presenting knowledge 
in a finished form, while simultaneously demonstrating improvements in thinking and skills over 
time (Campbell & Brummett, 2002). These portfolios are used for development, assessment, 
appraisal and promotion purposes (Klenowski, 2002). The portfolio as a product can, therefore, 
not be separated from the process involved in its development; both the process and the product 
are useful (Klenowski, 2002) to reviewers since they provide more insights about the academics 
than either a strict process portfolio or product portfolio would (Campbell & Brummett, 2002). 
A hybrid portfolio is; however, not without its criticism. Green and Smyser (1995) argue 
that formative and summative purposes are contradictory purposes that frequently result in 
conflict when a hybrid portfolio with its dual purpose is developed. The conflict is especially 
detrimental when one seeks to use a portfolio for promotion purposes that was initially 
developed for learning purposes. This means that academics who took the risk of showing both 
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their strengths and weaknesses in their learning portfolios are now potentially being judged on 
their weaknesses (Meeus et al., 2006). The chances of unreliable reflections are greater owing to 
the vulnerability of the academics (Meeus et al., 2006). The practice in higher education to 
conflate summative and formative assessment when academics are encouraged or required to use 
portfolios in providing evidence for quality assurance mechanisms and career enhancement, has 
been criticised as being disconnected from good practice in assessment (Bunker & Leggett, 
2004). Bunker and Leggett (2004) report that this double agenda results in confusion amongst 
academic staff with accompanying scepticism and suspicion of the process of developing a 
portfolio, resulting in their only engaging with it when forced to do so by external imperatives.  
Smith and Tilemma (2001), on the other hand, identified another dimension of the 
purpose and use of teaching portfolios in higher education. In the opinion of Smith and Tilemma 
(2001), the purpose and use of a teaching portfolio can be either voluntary or obligatory. When 
Smith and Tilemma (2001) combined the two dimensions (voluntary or obligatory), they 
identified four uses of portfolios, namely: for self-review, self-appraisal, self-evaluation, and 
self-assessment. If a teaching portfolio is developed with the goal of an external evaluation and it 
is done voluntarily, the portfolio is seen as being used for self-review, while the same purpose of 
achieving external evaluation, but with obligation from the institution, is named self-appraisal 
(De Rijdt, Tiquet, Dochy, & Devolder, 2006). If a teaching portfolio is developed with the 
objective of optimising the professional development of academics by voluntary self-reflection 
on their performance, the portfolio is used for self-assessment, but if the development of this 
portfolio is a requirement of the institution, the portfolio is used for self-evaluation (De Rijdt et 
al., 2006).  
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It can, therefore, be noted that the way in which academics use teaching portfolios 
depends, on the one hand, on the degree to which they strive towards optimising their 
professional development or towards obtaining a promotion and, on the other hand, on the 
voluntary or obligatory development of a teaching portfolio (Smith & Tilemma, 2001). The 
above identified multitude of functions have consequences for the content and structure of 
portfolios (Van Tartwijk et al., 2007), resulting in a large variety of portfolio types being 
developed (as will be discussed in sub-section 2.4.1).  
2.4.1 The content of a teaching portfolio 
As the purpose of a teaching portfolio influences the content of a teaching portfolio 
significantly, the contents of portfolios differ according to their intended purposes (formative, 
summative or both) (Campbell & Brummett, 2002; Dinham & Scott, 2003; Berrill & Addison, 
2010). Although the contents of teaching portfolios differ according to their purposes there is a 
general accord that the typical items in the teaching portfolios include: (1) materials written by 
the academic; (2) materials contributed by others; (3) materials documenting learning and 
teaching; and (4) other items (Oermann, 1999; Babin et al., 2002; Rodriguez-Farrar, 2006; 
Ouellett, 2007; Heinrich, 2008; Seldin et al., 2010).  
2.4.2 Nomenclature and classification of portfolios based on their purpose 
In talking about portfolios, one must be careful to identify the type of portfolio being 
referred to, as not all portfolios are the same. There is no one portfolio (Foster & Masters, 1996), 
but there are many portfolios – each is appropriate for different educational contexts and 
purposes (Klenowski, 2002). As the various purposes for the implementation of portfolios in 
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higher education are founded on different paradigms, this results in portfolios with rather 
different characteristics, each with an adjective used to describe the purpose for its 
implementation (Barrett & Carney, 2005). The different purposes and uses of portfolios thus lead 
to different conceptualisations of teaching portfolios. Although this flexibility has been identified 
as one of the strengths of portfolios, the diversity of portfolio types is often seen as a problem for 
different stakeholders (Dysthe & Engelsen, 2011). It is therefore clear that, depending on the 
purpose for the construction of a teaching portfolio, a particular label or type of portfolio will be 
referred to.  
Several types of teaching portfolios have been identified within literature. Meeus et al., 
(2006, p. 129) scrutinised literature to reveal “many portfolios with the same nomenclature being 
used for widely differing applications, [while other] … applications which were extremely 
similar [were] designated with different nomenclatures”. For example, Foster and Masters (1996) 
distinguish between working portfolios, documentary portfolios and show portfolios – each 
portfolio being progressively more selective and each subsequent portfolio able to be developed 
from the previous one. Barrett and Carney (2005) (reported by Meeus et al., 2006, p. 129) warn 
that the diversity in nomenclature brings communication problems where “it is all too often 
assumed that merely giving the name of a specific portfolio type is sufficient to ensure that the 
reader knows exactly which sort of portfolio is being referred to”. They argue for the 
specification of the implementation context of a particular portfolio, as well as that the typical 
characteristics of the portfolio be included in the nomenclature around portfolios. This resulted in 
various research authors attempting to make a classification of portfolios, further adding to the 
lack of consensus around the nomenclature used to describe portfolios in higher education. For a 
review of some of the classification systems, see Meeus et al. (2006).  
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Meeus et al. (2006) propose a classification that distinguishes between portfolios aimed at 
profession-specific competencies and portfolios aimed at learning competencies. Similarly, 
Barrett and Carney (2005) identify portfolios used as assessment tools to document the 
attainment of standards (accountability purposes), and learning purposes, and as instruments 
communicating complex resumes highlighting competencies (marketing purposes). They further 
argue that these three purposes are based upon paradigms that are often at odds, philosophically, 
with each other. Portfolios developed for accountability purposes are based upon a positivist 
model, where the author of the portfolio is measured summatively against some external standard 
of performance (Barrett & Carney, 2005). The authors of such portfolios are reported, usually, to 
view portfolios developed for accountability purposes as something ‘done to them’ rather than as 
something they want to maintain as a lifelong learning tool (Barrett & Carney, 2005).  
A portfolio, the purpose of which is to foster learning and document growth over time, is 
based upon a constructivist paradigm (Barrett & Carney, 2005). Such a portfolio allows the 
author to reflect upon his or her learning, and to establish new learning plans. It is owned by the 
author and is structured by the author (Barrett & Carney, 2005). Barrett and Carney (2005) 
consider a portfolio designed to showcase one’s best for promotional purposes as primarily a 
marketing device and to be suited neither for formative, nor for summative purposes. The 
concern of the author with the audience of a portfolio specifically developed for promotional 
purposes frequently inhibits the author of said portfolio from reflecting honestly on his or her 
work; and the selective nature of the evidence limits the value of the portfolio as an accurate 
measure of the true level of skill or knowledge of the candidate (Barrett & Carney, 2005).  
It is, therefore, evident that not all portfolios are the same. Yet, there is no universally 
accepted classification for portfolios in higher education. The types of teaching portfolios 
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discussed in this study are: the learning portfolio, the personal developmental portfolio, the 
assessment or credentials portfolio, the reflective portfolio, and the professional portfolio. The 
types of teaching portfolios are linked to various purposes and the type of  teaching portfolio 
depends on the purpose and the outcomes to be achieved.  
Learning portfolio  
A learning portfolio is a personalised collection of the work of an academic that 
emphasizes ownership, self-assessment and self-reflection (Wray, 2008). Through learning 
portfolios, academics are engaging deliberately in critical reflection and inquiry about their 
knowledge and ability related to teaching, while documenting their growth over time (Wray, 
2008). Self-reflection forms a critical part of the process of creating a learning portfolio, as it 
emphasizes growth and learning (Berrill & Addison, 2010). Growth and learning is 
accomplished when academics make connections between prior knowledge, experiences, and 
skills, and current knowledge, experiences and skills (Wray, 2008), revealing discrepancies 
between knowledge and practice as well as areas of weakness, and enabling academics to own 
responsibility for the improvement of their teaching (Seldin, 1993; Smith & Tillema, 2003; De 
Rijdt et al., 2006; Meeus et al., 2006). Academics are encouraged to observe and to reflect upon 
the extent to which their teaching is ‘fit for purpose’ in a given context (Seldin, 1993; Council on 
Higher Education, 2003). 
Learning portfolios therefore provide academics with an opportunity to explore, extend, 
showcase and reflect on their own learning and teaching practice (Babin et al., 2002; Wray, 
2008), promoting an in-depth view of their process of becoming aware of their identity as 
academics and as learners (Wray, 2008).  
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Personal development portfolio  
The personal development portfolio is a developmentally oriented portfolio with 
sufficient freedom for academics to add individual elements and to make personal choices in the 
collection of evidence to be included in their teaching portfolio (Smith & Tilemma, 2003; 2006). 
The evidence included in the developmental teaching portfolio should illustrate engagement in 
self-evaluation, documentation of the process of learning, and a reflective account of professional 
growth during a long-term process (Smith & Tillema, 2003; Chorrojprasert, 2005; Kabeta et al., 
2013).  
The process of reflection in the personal development portfolio enables the academics to 
assess their need of knowledge, skills and experience, in order to modify their thoughts, attitudes 
and teaching beliefs (Kabeta et al., 2013). The process of reflection can enable the academics to 
solve their problems in authentic situations (Weshah, 2010). The academics will solve said 
problems, often with the aid of mentors or coaches who provide academics with feedback on the 
portfolio evidence (Smith & Tilemma, 2006).  
Reflective portfolio  
The reflective portfolio is “a purposeful and personally collected array of work providing 
evidence of growth and accomplishments to be brought forward for promotion. The compilation 
of evidence reveals best practices or key competencies chosen to meet certain criteria, along with 
a self-appraisal” showing progress over time and an understanding of accomplishments across 
different contexts (Smith & Tillema, 2003, p. 627). A reflective portfolio may also be used for 
the purpose of integrating evolving thoughts and actions and it is directed by personal goals and 
learning needs developed over time in professional practice (Tillema & Smith, 2000).  
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Assessment portfolio (or credentials portfolio)  
An assessment portfolio is used as an alternative assessment tool (McMillan, 2004) 
consisting of a purposeful collection of artefacts and evidence representing the  
accomplishments, learning, strengths and expertise of the academic, with the purpose of 
evaluating, improving and appraising performance (Tillema, 2001; Tisani, 2008) against a pre-
determined set of criteria (Hamps-Lyons, 2003; Taylor, 2003). The set of specific guidelines or 
teaching standards can be set by the academic departments or by the institution (Wolf & Dietz, 
1998; Wray, 2008; Berrill & Addison, 2010). Critique against this type of portfolio focuses on 
issues of reliability and validity when they are used for assessment (Davies & Le Mahieu, 2003). 
In order to increase the reliability of portfolios, Knapper and Wright (2001) recommend that 
portfolios should not only include what individuals and others say about their teaching, but 
examples of what they actually do.  
Professional portfolio / career portfolio  
The professional portfolio is considered to be a thoughtfully organized collection of 
artefacts that illustrate professional status, pedagogical expertise, subject matter knowledge, 
knowledge of learning processes, and professional and personal attributes that contribute to 
teaching (Kabeta et al., 2013) over time, from entrance to teaching through the development of 
the career of an academic (Khan & Begum, 2012). The purposes of a professional portfolio 
include providing evidence of the development of the professional skills of that academic 
(Kabeta et al., 2013). A professional portfolio encourages self-assessment of professional 
competencies in different performance areas and is often called a ‘living résumé’, that is useful 
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during the interview process (Schwartz, 2003). Table 2.1 illustrates a typology of teaching 
portfolio types, including their purpose, suggestions for content and potential benefits.  
Table 2.1: A typology of types of teaching portfolios  
Name Purposes Contents Benefits 
Learning 
portfolio  
The main purpose of a 
learning portfolio is to 
promote an in-depth 
view of the process of 
thinking of academics 
about their professional 
identity and classroom 
practice (Wray, 2008). 
The learning portfolio 
includes a personalised 
collection of the work of 
the academic that 
emphasizes ownership, 
growth and learning, self-
assessment and self-
reflection (Wolf & Dietz, 
1998; Berrill & Addison, 
2010). 
This portfolio reveals 
discrepancies in 
development, and 
enhances self-
responsibility to improve 
teaching by making 
connections between 
prior and new 
knowledge, skills and 
experiences (Seldin, 
1993; Smith & Tillema, 
2003; De Rijdt et al., 
2006; Meeus et al., 2006; 
Wray, 2008).  
Personal 
development 
portfolio  
 
The personal 
development portfolio 
aims to engage 
academics in personal 
A personal development 
portfolio includes the 
personal choices of the 
academics with regard to 
The development 
portfolio enables the 
academics to modify 
their attitudes and 
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inquiry about the 
process of learning, 
reﬂection, and 
professional growth 
during a long-term 
process (Smith & 
Tillema, 2003; 
Chorrojprasert, 2005).  
the collection of evidence 
of personal development 
(Smith & Tilemma, 
2006). 
 
teaching beliefs in the 
process of building their 
academic identity (Smith 
& Tillema, 2003; 2006; 
Weshah, 2010; Kabeta et 
al., 2013).  
Assessment 
or credentials 
portfolio 
 
An assessment portfolio 
aims to evaluate growth 
and professional 
development (Tisani, 
2008).  
 
An assessment portfolio 
contains evidence of 
achievement, strengths 
and expertise that adhere 
to a set of specific 
guidelines set by 
departments or 
institutions to meet some 
pre-specified criteria or 
teaching standards (Wolf 
& Dietz, 1998; Tisani, 
2008; Wray, 2008; Berrill 
& Addison, 2010). 
An assessment portfolio 
can be used as a learning 
tool for competence 
development because it 
provides the academics 
with opportunities to get 
feedback on their 
performance and enables 
them to change their 
performance accordingly 
(Tillema, 2001). 
Reflective 
portfolio  
A reflective portfolio is 
used for the purpose of 
A reflective portfolio 
contains evidence that 
The reflective portfolio 
benefits the academics as 
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 recognition, and 
promotion (Smith & 
Tillema, 2003). 
 
reveals best practices or 
key competencies 
developed over time, 
chosen to meet certain 
criteria (Tillema & 
Smith, 2000). 
it engages them in 
critical reflection and 
inquiry about their 
knowledge and ability, 
specific to teaching, 
while documenting their 
growth in teaching over 
time (Wray, 2008). 
Professional 
portfolio  
 
The professional 
portfolio aims to 
document and represent 
the understanding of 
teaching and learning of 
the academic, as it 
unfolds from entrance in 
the field through the 
development of the 
career of an academic 
(Khan & Begum, 2012). 
A professional portfolio 
includes artefacts that 
illustrate professional 
status, pedagogical 
expertise, subject matter 
knowledge of learning 
processes, and 
professional and personal 
attributes that contribute 
to teaching (Kabeta et al., 
2013).  
A professional portfolio 
enables academics to 
measure and evaluate 
their own performance 
against set criteria; 
reflect on their own 
professional 
development and the 
learning of their students, 
as well as acting and 
developing plausible 
approaches to teaching 
(Kabeta et al., 2013). 
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Six different types of teaching portfolios, developed for different purposes, are discussed 
and depicted in Table 2.1 above. Each particular portfolio type requires varying processes for the 
collection of evidence for different purposes. However, it is noticeable that these different types 
of portfolios have a common thread. The common thread among all forms of teaching portfolios 
discussed in this study is that they enable the academics to improve their teaching practices and 
performance, and stimulate the professional growth and development of the academics.  
2.5 FUNCTIONS OF PORTFOLIOS IN HIGHER EDUCATION TEACHING  
Teaching portfolios have been promoted as being instruments for stimulating reflection, 
assessment, monitoring and planning, and for the development of individual competence (Van 
Tartwijk et al., 2007). The multi-functionality of portfolios in higher education consequently 
leads to the use of the label ‘portfolio’, referring to a broad range of instruments, of which the 
portfolio as an instrument for assessment to stimulate reflection, and as an instrument to support 
professional development are of interest in the context of this study (Van Tartwijk et al., 2007). 
Influenced by the adoption of a performance-based mode of assessment, teaching portfolios are 
increasingly being used to assess the teaching performance of academics in authentic contexts 
and to stimulate them to reflect on their teaching and learning over time (Tucker, Stronge, 
Gareis, & Beers, 2003; Rassin et al., 2006; Tigelaar et al., 2006; Wray, 2007). This form of 
assessment provides assessors with new opportunities to see how the person compiling the 
portfolio performs in authentic contexts and takes account of the limitations and opportunities 
that such varying contexts provide (Van Tartwijk et al., 2007, reporting Edgerton, Hutchings & 
Quinlan, 1991 & Shulman, 1998). There is; however, a lack of agreement about what counts as 
reflection. For many scholars critical reflection goes beyond identifying and clarifying the 
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knowledge resulting from an experience, to questioning the assumptions that underlie that 
knowledge (Fenwick, 2001).  
From an assessment perspective, portfolios provide at least four potential “values-added” 
to the more traditional means of generating evidence of learning: 1) They are extensive over time 
and, therefore, reveal growth and development over time (however simply or subtly the growth 
may be defined), 2) They allow for more sustained engagement and, therefore, permit the 
examination of sustained effort and deeper performance 3), To the extent that choice is involved 
in the selection of content, portfolios reveal the understanding of academics about and their 
disposition towards learning (including the unique special purposes that portfolios might address 
and their consequent selection guidelines), 4) They offer the opportunity for academics to 
interact with and to reflect upon their own work (Davies & Le Mahieu, 2003).  
Linked to the assessment function of portfolios is their use as a tool for certification 
where the function of the portfolio is seen to certify the competencies acquired by academics and 
serves as evidence that the academics are competent to exercise their teaching profession 
(Casanova, Soria, Borrego, De Argila, Ribera, & Pujol, 2011).  
In addition to its function as an instrument for assessment, a teaching portfolio is also 
advocated as an instrument for stimulating reflection (Van Tartwijk et al., 2007). Reflection can 
be defined as the mental process of trying to structure or restructure an experience, a problem, or 
existing knowledge (Korthagen, Kessels, Koster, Lagerwerf, & Wubbels, 2001, as reported by 
Van Tartwijk et al., 2007). Academics need cognitive tools like reflection to be able to 
understand their development (Klenowski, 2002, as reported by Van Tartwijk et al., 2007) and to 
plan their learning (Korthagen et al., 2001, as reported by Van Tartwijk et al., 2007). The 
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reflective use of portfolios stimulates academics to develop a new understanding and 
appreciation of their experiences; to recognise links between different aspects of these 
experiences; and to formulate insights into their teaching practice (van Tartwijk et al., 2007). 
Reflective thinking is also stimulated simply as a result of the reflective statements (e.g. 
reflective essays, mission statements, teaching philosophy statements and self-evaluations) 
required to be included in teaching portfolios (van Tartwijk et al., 2007). The role of reflection in 
the development of a teaching portfolio will be discussed in more detail when the benefits of 
constructing a teaching portfolio are discussed in a later section.  
Lastly, the portfolio also functions as an instrument to support the planning and 
monitoring of professional development (Jarvinen and Kohonen, 2005, as reported by Van 
Tartwijk et al., 2007).  Newton and Schendel (2000), for instance, uphold that teaching portfolios 
allow academics to progress from experiential to professional evidence of their development. 
2.6 THE BENEFITS OF TEACHING PORTFOLIOS IN HIGHER EDUCATION 
In order to structure the discussion of the benefits of teaching portfolios, I have chosen to 
use the tripartite division of micro-, meso- and macro-levels as focus for the discussion. By 
‘micro-level’ in this study, I mean that the teaching portfolios may benefit individual academics 
within higher education institutions by developing them personally and professionally.  A ‘meso-
level’ benefit refers to how the department within the higher education institution or the higher 
education institution itself benefits from the teaching portfolio. Lastly, the ‘macro-level’ speaks 
of how the development of teaching portfolios may be beneficial to teaching and learning in 
higher education at both a national and an international level. In the section to follow, the above-
mentioned benefits are discussed in more detail.  
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2.6.1 Benefits of portfolio development from a micro- or individual perspective 
The development of a teaching portfolio may contribute to the personal development of 
academics when they choose and present evidence on their learning about their teaching and 
personal development (Loughran & Corrigan, 1995; Austin, Marini, & Desroches, 2005; 
Weshah, 2010). In the process of developing the teaching portfolios, academics need to get the 
full picture of their strengths and weaknesses, which then serves as a guide for their personal and 
professional development (Tillema, 1998; Havelock, Gibson, & Sherry, 2003; Kabeta et al., 
2013). Academics are then able to take responsibility in identifying their goals and professional 
development needs, instead of depending on supervisors in professional guidance (Leggett & 
Bunker, 2006; Casey & Egan, 2010; Weshah, 2010).  
Teaching portfolios also support professional development by encouraging academics to 
become more conscious of the theories, assumptions and beliefs that guide their teaching 
practices (Mues & Sorcinelli, 2000; Darling-Hammond & Snyder, 2001; Zeichner & Wray, 
2001). Being conscious of their assumptions and beliefs may contribute to the enhancement of 
their teaching practices by enabling them to identify any gaps that exist between their beliefs and 
practices (Painter, 2001). Some empirical studies have found that this process of the 
identification of gaps between beliefs and practices, reflecting critically on these gaps, and 
closing the gaps existing between their beliefs and practices tends to lead to the professional 
development of the academics (Wray, 2007; Chitpin & Simon, 2009). Additionally, critical 
reflection enables academics to challenge their assumptions and to question their existing 
practices, thereby continually accessing new lenses to view their practice (Larrivee, 2000; 
Fenwich, 2001). Critical reflection is used to uncover the theories that drive their teaching 
practices and how they might refine and improve said teaching practices (Minott, 2010; Pitts & 
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Ruggirello, 2012). When academics reflect critically on the effectiveness of their teaching they 
take charge of their personal development (Cain, Edwards-Henry, & Rampersad, 2005), resulting 
in an improvement in their teaching practice (Babin et al., 2002).  
Critical reflection may also develop academics personally because it enables them to use 
high-level cognitive skills such as critical and creative thinking, decision-making and problem-
solving effectively (Cain et al., 2005). Critical examination of their present and past practices 
acts a means of building their pedagogical knowledge and alters their perspectives in order to 
improve their teaching practice (Davis, 2006; Jones, 2010).  
The development of teaching portfolios by academics is like taking a photograph of their 
teaching from different perspectives or angles using different lenses in order to do a self-
evaluation of their teaching (Moseme, 2005). Engagement in self-evaluation enables academics 
to reshape their teaching by changing their teaching philosophy (thinking, attitudes and beliefs) 
over time (Campbell & Brummett, 2002; Kabeta et al., 2013). If they can document the 
evaluation and change in their teaching, it could be evidence that they are striving towards 
quality and effective teaching.   
The implementation of teaching portfolios to improve teaching at higher education 
institutions can also be seen as a vehicle for elevating the dialogue about teaching practice as 
they enrich conversations about learning (Oosterbaan, Van der Schaaf, Baartman, & Stokking, 
2010). In combination with dialogue and debate about teaching and learning, the construction of 
a teaching portfolio can help academics to become more self-confident about their teaching 
practice and to gain a better insight into what is expected of them as professionals (Tigelaar et 
al., 2005; Weshah, 2010). When academics discuss and critique the challenges they face in their 
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teaching practice, a culture of teaching is inculcated and supported (Weshah, 2010). This creates 
a non-threatening environment for academics to collaborate; to engage in discussion around 
disciplinary pedagogy; to evaluate their practice; and thus to improve upon their teaching 
(Rodriquez-Farrar, 2006; Tisani, 2008; Chitpin & Simon, 2009). 
In their efforts to achieve a higher level of teaching excellence, academics at different 
levels take risks to evaluate their teaching practices on an ongoing basis (Weshah, 2010). This 
process benefits both the higher education institution and the academics because when academics 
have an active voice in presenting evidence regarding their effective teaching, they assume a role 
in evaluation that encourages personal ownership for improvement and professional growth 
(Tucker et. al., 2003). 
2.6.2 Benefits of portfolio development from a meso- or institutional perspective  
The implementation of teaching portfolios to evaluate higher education teaching may be 
beneficial to universities because it allows them to develop teaching evaluation processes that are 
much more sophisticated and broad-based than is possible when relying simply on the results of 
student ratings and single observations (Newton & Schendel, 2000; Moseme, 2005). The 
academics may include in their teaching portfolios a rich and complex collection of selected and 
explained documents about their teaching practice (Newton & Schendel, 2000). They are also 
able to ground and contextualize their practice theoretically and to offer examples of 
development in response to changing institutional and disciplinary demands (Newton & 
Schendel, 2000). Academics are thus involved more actively in the evaluation process and 
evaluators are able to "see", through teaching portfolios, increasingly valued evidence of the 
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teaching practice of academics (Wright et al., 1999; Newton & Schendel, 2000; Tigelaar, 
Dolmans, Wolfhagen, & van der Vleuten, 2005). 
Higher education institutions increasingly put more control of the teaching evaluation into 
the hands of individual academics (Moseme, 2005). The academics are being held accountable, 
as never before, to provide solid evidence of the quality of their classroom teaching (Seldin, 
1993). Teaching portfolios enhance the evaluation of quality teaching both for accountability and 
for the purposes of professional development (Tucker et al., 2003). They provide an authentic 
and rich representation of the performance of academics over time, providing a more reliable 
basis for making important personnel decisions (Tucker et al., 2003). The personnel decisions 
referred to above are decisions on appointment in a position in the university promotion merit, 
such as teaching excellence awards; and on teaching grants (Reece et al., 2001; Kabeta et al., 
2013). The evaluation of teaching, the awards and the teaching grants are the efforts taken by 
higher education institutions to respond to the trend  in higher education to take teaching 
seriously (Babin et al., 2002; Seldin et al., 2010).  
2.6.3 Benefits of portfolio development from a macro- or national and international 
perspective 
Concurrent with this trend is a shift from a teaching paradigm where the emphasis is on 
transferring knowledge to a learning paradigm where the emphasis is on designing, developing, 
and creating a powerful learning environment (Babin et al., 2002). The trend of shifting from a 
teaching paradigm to a learning paradigm brings with it the dilemma of how to evaluate and to 
improve teaching effectiveness, which contributes to the movement of re-evaluating the roles of 
academics (Babin et al., 2002). Boyer (1990) outlines four scholarly roles for academics, which 
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are: the scholarship of discovery, the scholarship of integration, the scholarship of application, 
and the scholarship of teaching and learning. 
Scholarship entails an artefact, a product, some form of community property that can be 
shared, discussed, critiqued, exchanged and built upon (Trigwell, Martin, Benjamin, & Prosser, 
2000). The scholarship of teaching and learning is defined differently by different scholars. The 
core of the scholarship of teaching and learning entails a “public account of some or all of the 
full act of teaching … in a manner susceptible to critical review by the teacher’s professional 
peers and amendable to productive employment in future work by members of the same 
community” (Shulman, 1998, p. 6). Pace (2004) explains that the scholarship of teaching and 
learning means: 
“… there is scholarly research to be done on teaching and learning, … that the 
systematic creation of rigorous knowledge about teaching and learning is a crucial 
prerequisite to responding to major … challenges facing academia over time, that 
this knowledge must be shared publicly and should build cumulatively over time, 
and that the explorations of this area should be conducted by academics from all 
disciplines”  
(Pace, 2004, p1174). 
If the scholarship of teaching means that there is scholarly research done on teaching, 
then the academics become scholarly, which means becoming involved in more formal 
approaches to inquiry, by adopting scholarly approach to the review and development of their 
teaching (Trigwell et al., 2000). A scholarly approach to the review of teaching focuses on the 
pedagogy of their discipline, which is the teaching of a specific discipline (Kaplan, 1998). When 
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academics are engaged in scholarly approach they could become scholarly teachers who stay 
abreast of the major issues being discussed in the scholarship to increase the learning of their 
students (Pace, 2004).  
According to Vajoczki, Savage, Martin, Borin and Kustra, (2011), academics can be 
identified as scholarly teachers based on: 
“.. their responses to reflection on teaching and learning, the use of evidence- 
informed approaches to teaching and learning, attendance at conferences and 
workshops on teaching and learning, discussion with colleagues about teaching 
and learning, and their engagement with the literature on teaching and learning”  
(Vajoczki et al., 2011).  
Academics can document their scholarly work in teaching and demonstrate the 
scholarship of teaching within a community of scholars through teaching portfolios (Kaplan, 
1998; Trigwell et al., 2000). Through teaching portfolios, academics can, in practising the 
scholarship of teaching, engage in reflection on existing knowledge about teaching and learning 
generated through research, as well as in reflection on their personal or experience-based 
knowledge of teaching, as proposed by Kreber (2003). Academics can use teaching portfolios as 
a step towards a more public, professional view of teaching and can reflect teaching as a 
scholarly activity (Seldin et al., 2010). Through the documentation of teaching portfolios the 
academics can make the knowledge of their engagement with colleagues and students public and 
open to scrutiny (Klenowski et al., 2006; Minott, 2010).  
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The implementation of teaching portfolios at higher education institutions may contribute 
to the ever-changing landscape of higher education as they can be used for longitudinal 
evaluation of both teaching processes and products generated by these processes (Tigelaar, 
Dolmans, Woldhage, & Van der Vleuten, 2005). In the longitudinal evaluation of teaching, the 
higher education institutions increasingly put more of the evaluation of teaching into the hands of 
the individual academics (Moseme, 2005). Eventually, this may lead to an important and 
welcome change - that of taking teaching more seriously in higher education institutions, moving 
the institutions towards concentrated and sustained efforts to evaluate and reward higher 
education teaching (Seldin, Miller & Seldin, 2010). 
2.7 DEVELOPMENT AND MAINTENANCE OF TEACHING PORTFOLIOS IN 
HIGHER EDUCATION  
Increasingly, academics in higher education are expected to develop and to maintain a 
teaching portfolio (Bunker & Leggett 2004). The process of the construction or development of a 
portfolio can be visualised as taking place in phases– each with their own purpose and theoretical 
grounding (Dysthe, Engelsen, & Lima, 2006). The first phase is a learning phase (see Figure 
2.1). This is the period when academics work individually and collaboratively while conducting 
an inquiry into their teaching. The phase entails collecting evidence of their professional 
learning, while developing a working portfolio mainly focusing on individual and collective 
reflections (Dysthe et al., 2006).  
The second phase is connected to the selection of artefacts for the development of a 
product or assessment portfolio. The learning in this phase is dependent on self-assessment and 
individual reflection based on the application of relevant criteria either set by the institution 
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(criteria set for the allocation of awards or merit) or by the profession (criteria aimed at 
accreditation).  
Figure 2.1: Development of a portfolio (adapted from Dysthe, et al., 2006) 
2.7.1 Maintenance of teaching portfolios  
However, in reality, academics seem not to maintain their teaching portfolios as expected. 
Bunker and Leggett (2004), in reporting their research findings, state that  
“… staff did not develop a teaching portfolio unless they had to, for example when 
it was a requirement for a formal course of study or for promotion … and ad hoc 
conversations with other university lecturers strongly support these findings. The 
practice of regularly updating a reflective portfolio was acknowledged as an ideal, 
but in practice updating occurred only in response to an external trigger such as an 
application for a job. When time is limited, most of the participants viewed 
developing and maintaining a portfolio as an extra chore on top of a heavy 
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workload. They preferred to spend their time reflecting on and improving their 
teaching”. 
2.7.2 Challenges to the development and maintenance of teaching portfolios 
Regardless of the fact that the teaching portfolios are beneficial, there are some 
challenges and concerns documented in literature around their development and use. Teaching 
portfolios are not easy to write; the task takes significant time and energy, and represents genres 
of work that are unfamiliar for many academics (Buckridge, 2008). The challenges that are 
discussed in this study are time, anxiety, resistance from the academics, and disciplinary 
differences in terms of teaching portfolio conceptualization.  
Time 
Teaching portfolios are considered to be complicated and time-consuming to develop 
(Buckridge, 2008). As was discussed earlier, a teaching portfolio can be seen as a vehicle for the 
documentation of the professional development of an academic or, in the words of Järvinen and 
Kohonen (1995, as reported by de Rijdt et al., 2006), a vehicle for documenting the 
“autobiography of growth” of the academic. As professional development is not an activity 
taking place at one particular moment in time, but rather a process that needs to be realised over 
a certain span of time, the need arises for a sufficient span of time in which to develop such a 
teaching portfolio. Additionally, teaching portfolios contain numerous entries each taking a 
substantial period of time to develop (Corry & Timmins, 2009). The longitudinal nature of the 
evidence required for a portfolio needs careful planning to collect the required evidence, and this 
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process takes time. Developing teaching portfolios also include time to design, and implement, 
as well as to engage in reflection and collaborative inquiry (Reis & Villaume, 2002).  
Furthermore, in order to develop teaching portfolios the documentation skills and 
reflective writing skills of the academics will have to be well-developed to utilise the different 
types of entries as evidence (Painter, 2001; Neades, 2003). The development of the skills that the 
academics need in order to develop a teaching portfolio takes lot of time; therefore, developing 
portfolios is extraordinarily time-consuming (Painter, 2001; Neades, 2003). 
The participants in a study done by Bunker and Leggett (2004) revealed that, in practice, 
they update their teaching portfolios only in response to an external trigger such as an application 
for a position. They reported that they preferred to spend their time reflecting on and improving 
their teaching instead of developing and maintaining a portfolio, which they considered to be an 
extra chore on top of an already heavy workload (Bunker & Leggett, 2004).  
Anxiety factor 
Academics find developing teaching portfolios somewhat daunting because they are not 
used to writing about their work and analysing themselves against standards (Painter, 2001; 
Neades, 2003). They find getting started with the development of portfolios to be a challenging 
undertaking (Kahn, 2004) and fundamentally, putting the whole package together, in itself, can 
be a daunting experience (Cerbin, 2001).  
Additionally, critical reflection, a core component of teaching portfolios, is reported as 
having a potentially disarming effect on some academics (Tisani, 2008); however, it is a complex 
and cognitively demanding skill that is not easy to develop (Braine, 2009). Critical reflection can 
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be experienced as a difficult issue because it brings out self-disclosure and some deep-seated 
assumptions and it involves challenging some fundamental cultures (Fook & Askeland, 2007). It 
may become intimidating when underlying assumptions, which the academics have not been 
aware of (or which may have remained hidden for different reasons), become highlighted (Fook 
& Askeland, 2007). Reflection is considered to be private and even confessional, and a text like a 
teaching portfolio becomes public and even academic (Tisani, 2008). Furthermore, reflective 
thinking in an ordered fashion is a luxury most academics cannot afford owing to the large and 
diverse classes which are characteristic of contemporary universities (Tisani, 2008).  
The teaching assumptions of academics are challenged by critical reflection 
The critical reflection questioning process can often be experienced as too intrusive, too 
personal or too confronting, and the process is sometimes labelled as ‘bombarding’ or 
‘interrogation’ because of its concreteness and directness (Fook & Askeland, 2007). The 
directness of critical reflection involves the unearthing of deeply- held assumptions, which also 
involves identifying previously unquestioned cultural norms associated with different cultures 
forming part of the, often unquestioned, context in which it is practised (McComas, & Lloyd, 
2003; Fook & Askeland, 2007). Brookfield (1995) identified three types of related cultures that 
can work against critical reflection, namely: the cultures of silence, individualism and secrecy. 
The culture of silence refers to the assumption that teaching is a private activity. As a 
result, there is a lack of open talk about the experiences of academics, and the meaning of 
teaching (Fook & Askeland, 2007). The lack of open talk creates tension when academics 
develop their teaching portfolios because the development of the teaching portfolio is an 
individual activity, yet it reflects both publicly and privately about their teaching (McComas & 
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Lloyd, 2003). Breaking the chains of silence is not easy as academics, who are unused to talking 
openly about their experiences, are not suddenly going to become self-disclosing zealots 
desperate to make public their private anxieties (Brookfields, 1995). 
The culture of secrecy works against self-disclosure and punishes the mistakes or 
shortcomings of the academics (Fook & Askeland, 2007). Brookfield argues that many 
academics believe that being openly reflective will be admitting frailty, and that this will be 
interpreted as a sign of failure and will therefore be punished by their counterparts (Brookfield, 
1995). He states that one of the most important risks is “imposter syndrome”, which concerns the 
general lack of confidence, the vulnerability, and the fear that many academics have of being 
found out when reflecting openly (Brookfield, 1995).  On the other hand, Fook and Askeland 
(2007) state that the culture of individualism works against collaborative activities and assumes 
that all problems can be solved through the heroic efforts of an individual academic.  
Resistance from academics and the unfamiliarity with teaching portfolios  
It is reported that many academics find portfolios generically quite unfamiliar 
(Buckridge, 2008). A study done by Bunker and Leggett (2004) amongst academics at a West-
Australian university, found that there is “considerable variation in and confusion about what 
constitutes a teaching portfolio” amongst academics (Bunker & Leggett, 2004, p. 94). They also 
found that developing and maintaining a teaching portfolio were not natural activities for some 
academics and that they needed an external trigger to prompt them to start and to keep the 
document current (Bunker & Leggett, 2004). In a South African context, Tisani (2008) 
conducted a study on the professional development of academics at a South African university. 
She reported that some of the respondents perceived the use of teaching portfolios to be an alien 
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form of discourse and concluded that many of the respondents attributed their unfamiliarity with 
the use of portfolios as the main barrier to their development of a teaching portfolio (Tisani, 
2008).  
Disciplinary differences in terms of portfolio conceptualisation 
Another aspect that may possibly contribute to the lack of engagement with and 
consensus about the conceptualisation of portfolios in higher education teaching is the home 
discipline of the academics. There seems to be a relationship between how portfolios are 
conceptualised and the kinds of knowledge honoured by different disciplines (Dysthe, Engelsen, 
& Lima, 2006), but this aspect is under-researched (Dysthe & Engelsen, 2011). “It is common 
sense observation that portfolios vary across disciplines, but it is difficult to establish what is due 
to assessment traditions on the one hand and to fundamental disciplinary differences on the 
other” (Dysthe & Engelsen, 2011, p. 66). The different disciplines could have differences in their 
views of learning and their purposes for teaching portfolios – which would determine how they 
define a teaching portfolio in their own context.  
The multiplicity of the functions of teaching portfolios is found to fuel this ambivalence 
(De Rijdt et al., 2006). In a study done by Dysthe et al. (2006) in Norway, large differences were 
found between the types of work included in a teaching portfolio by the various disciplines. 
Teacher education and health education used reflective texts significantly more (even compared 
to social and humanities faculties), than mathematics, science and engineering faculties. It may 
seem that the soft disciplines develop more reflection-based portfolios than the hard disciplines.  
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2.8 FACTORS INFLUENCING THE INTRODUCTION OF TEACHING 
PORTFOLIOS IN HIGHER EDUCATION  
Dysthe and Engelsen (2011) classified factors that influence portfolio practices using the 
tripartite division of macro-, meso- and micro-levels. By macro-level they mean the political 
policy level that gives top-down signals and directions. They also took macro- to be the national 
and institutional traditions and characteristics that are often taken for granted by ‘insiders’. “It is 
common sense observation that portfolios vary across disciplines, but it is difficult to establish 
what is due to assessment traditions on the one hand and to fundamental disciplinary differences 
on the other” (Becher & Trowler, 2001, as cited in Dysthe & Engelsen, 2011, p. 66). The meso-
level was considered to be the department “where decisions are made about study programmes, 
course designs and assessment, and where top-down influences may be strong” (Dysthe & 
Engelsen, 2011, p. 66).    
Van Tartwijk et al. (2007) identified three factors that influence the successful 
introduction of portfolios, namely: the match between the goals that portfolios are supposed to 
help realise, and their content and structure; the learning environment in which portfolios are 
used; and the context of their introduction. A case study done by Carney (2001), as reported by 
Barrett & Carney, 2005, revealed that conception by participants of the portfolio purpose, which 
generally implies quite different audiences of readers, impacts portfolio form and content 
significantly. Similar evidence of a conflict between the formative and summative purposes for 
the use of portfolios has been found in a study done by Placier, Fitzgerald and Hall (2001), as 
reported by Barrett & Carney, 2005. They found that portfolios used for accountability purposes 
are seen as a hoop to be jumped through in order to achieve promotion or certification, and not 
the lifelong reflective tool as which the portfolios have been envisioned. The goals that a 
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portfolio is supposed to help realise should, consequently, be matched to their content and 
structure.  
Portfolios are functional in a competence-oriented environment where “tasks are 
performed in different contexts (i.e. learning environments) that vary in nature and difficulty; this 
means that the difference between success and failure can be subject to debate” (Van Tartwijk et 
al., 2007, p. 73). In the light of the definition of competence as “ the ability to perform certain 
tasks in often hectic and complex day-to-day work settings, … this requires successful 
integration of knowledge, skills, attitudes, and personal characteristics” (Stoof et al., 2002, as 
cited in Van Tartwijk et al., 2007, p. 73), teaching is an example of competence. “Classroom 
contexts can vary enormously. With such varying contexts, portfolios can be an excellent 
instrument for [academics] to show which tasks they fulfilled in which contexts, how well they 
have achieved their goals given the circumstances in which they worked, how the competencies 
are developing over time, how they have reflected on their development, and what actions they 
have taken to improve their performance” (Van Tartwijk et al., 2007, p. 73).  
The mandatory development of portfolios  
Traditionally, the implementation of teaching portfolios in a higher education institution 
would be initiated by the institution itself, or by a sub-structure of the institution (for example, 
the Centre for Teaching and Learning, or the Centre for Quality Assurance). The mandated use 
of portfolios has drawbacks though. Some of these drawbacks include the fact that requiring the 
development of teaching portfolios results in these portfolios not being deployed for learning or 
professional growth, but to prove the ability of a person to stay in a certain position. As the 
development of the portfolios are not self-initiated, but are demanded externally to comply with 
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given standards, they are not freely collected specimens of performance, but a fulfilment of the 
external requirements. Furthermore, the portfolios are then not intended for reflection and 
learning, despite the effort put into them; but are rather used for making summative and 
evaluative placement decisions (Smith & Tilemma, 1998). ”Portfolio development should be a 
‘bottom-up’ voluntary process that is owned by the [academics] and not used for evaluation 
purposes” (Teitel, Ricci, & Coogan, 1998, as cited in Barrett & Carney, 2005).  
2.9 CHAPTER SUMMARY 
This chapter focused on the review of the literature. It was evident from the literature that 
although there are various conceptualisations of a teaching portfolio, they all shared a set of 
common characteristics. The common features discussed are: the structure and purposefulness of 
portfolios; their reliance on reflection; and their flexibility to allow for various purposes 
(including being both developmental and evaluative). It was noted that there are different types 
of teaching portfolios depending on the purpose and the outcomes to be achieved. The common 
aim of a teaching portfolio could be seen as the purposeful collection of selected documents that 
together give an impression of how tasks were fulfilled and how competence has developed (De 
Rijdt et al., 2006; Van Tartwijk, Driessen, Van Der Vleuten, & Stokking, 2007).  
The benefits of the teaching portfolio were discussed from the perspective of the 
individual, the institution and the professional practice of teaching in higher education. The 
teaching portfolios were realized to benefit the academics and the teaching profession by 
fostering self-evaluation; by assisting in institutional evaluation processes; by enhancing 
reflection; and by stimulating personal development and professional growth. Although teaching 
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portfolios are beneficial, there are some issues related to teaching portfolio development that 
have been reported in this study, such as time and anxiety.  
The results of the online survey, consisting of both open-ended and Likert-type response 
items, as well as the themes that emerged from the two focus group interviews, will be presented 
and discussed in the next chapter.  
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CHAPTER 3  
RESEARCH METHODOLOGY AND DESIGN  
 
3.1 INTRODUCTION 
This chapter discusses the methodology employed to answer the research questions 
formulated, in order to solve the research problem formulated in Chapter one. The chapter aims 
to present the research paradigm, including methodology, philosophical assumptions supporting 
this research, research design and approaches, as well as the kinds of techniques that were used 
to collect and analyse the data needed to answer the research question (Lichtman, 2013). The 
purpose is also to determine the ambit and boundaries of the selected case study research design 
and to place the study amongst existing research in intrinsic single case study research (Meyer, 
2001; Johansson, 2003).  
This mixed-methods case study aimed to explore the perceptions of academics at the 
NMMU concerning the nature and use of teaching portfolios in the higher education context. In 
order to achieve the aim of the study, the following research question was addressed: 
What are the conceptions of academics concerning the nature and purpose of teaching portfolios 
in higher education?  
In order to address the research question fully the following sub- questions were asked:  
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 What are the conceptions of academics at the NMMU regarding the content of teaching 
portfolios in higher education? 
 What are the perceptions of the NMMU academics regarding the use of teaching 
portfolios in the higher education context? 
 What are the attitudes of the NMMU academics towards the development of teaching 
portfolios in higher education? 
 What are the conceptions of academics having had prior experience in the development of 
teaching portfolios concerning the factors that enhance and challenge the portfolio 
development process?  
 Based on the responses to the questions above, what guidelines can be given to the 
institution regarding the successful implementation of teaching portfolios?  
The purpose and the research questions formulated for the study influenced how the 
researcher views the research process, resulting in the selection of a suitable methodology as well 
as the research paradigm (Crotty, 1998) for the study. A justification for the selection of the 
embedded philosophical stance and assumptions (Section 3.2), and the case study research as 
methodology (see Section 3.3), are provided in the sections to follow.  
3.2 RESEARCH PARADIGM 
A research paradigm is referred to as a set of beliefs or assumptions that informs a 
research study (Creswell & Plano Clark, 2011). The research paradigm, or in the words of Crotty 
(1998, p. 3), the theoretical perspective, is “an approach to understanding and explaining society 
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and the human world” that grounds a set of assumptions researchers bring to their methodology 
of choice. Philosophical stances and assumptions consequently guide the researcher “to look at 
particular things in particular ways and offers appropriate philosophical and theoretical 
justification for this way of seeing, observing, and interpreting” (Greene, 2006, p. 93).  
The philosophical stance taken in this study is that the main research question formulated 
in Chapter one guides the research process and, as such, a question-driven approach, as outlined 
by Robertson, McKagan and Scherr, (2013) was adopted. Researchers embody the question-
driven paradigm when they aim to answer a research question, utilizing more than one method, 
sequentially or concurrently. This results in choosing research methods that match the specific 
question at hand, rather than methods that attend to the details of a particular context or those that 
emphasize representativeness or reproducibility. Data collection and analysis methods are chosen 
as those most likely to provide insights into the question with no philosophical loyalty to any 
particular research paradigm (Mackenzie & Knipe, 2006). 
Researchers that uphold the view that the choice of paradigm and method should first and 
foremost work best to meet the practical demands of a particular inquiry and thus, should help to 
answer the research question (Rocco, Bliss, Gallagher, Perez-Prado, Alacaci, Dwyer,… 
Pappamihiel, 2003), subscribe to a pragmatic paradigm. Pragmatic researchers blend methods 
when a single research theme inspires multiple research questions, each of which calls for a 
different method (Collins, Onwuegbuzie & Jiao, 2007; Denscombe, 2008; Creswell, 2009; 
Teddlie & Tashakkori, 2009).  
Pragmatism is not committed to any one system of philosophy or reality (Denscombe, 
2008; Doyle, Brady & Byrne, 2009). Pragmatists reject the scientific notion that social inquiry 
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was able to access the 'truth' about the real world solely by virtue of a single scientific method 
(Mackenzie & Knipe, 2006). In a pragmatic methodology, the best suited combination of 
methods and modes of analysis are applied “that could help provide a credible and valid picture 
of reality” (du Plessis & Majam, 2010, p. 461). Implicit in this stance is the assumption that 
different research questions call for different models of social action/human behaviour and, as 
such, assumptions about the social world and about real phenomena follow from the pragmatic 
choice of research paradigm and method, rather than directing these choices (Robertson, Scherr 
& McKagan, 2014). In this research the purpose was to determine the conceptions, perception 
and attitudes of NMMU academics regarding teaching portfolios in the higher education context, 
resulting in a pragmatic approach that was followed. The pragmatic approach meant that the data 
was collected sequentially, using both qualitative and quantitative data obtained from a 
questionnaire, followed by discussions with the academics collected during focus group 
interviews. 
The above philosophical stance informs and provides the context for the methodology (a 
case study). Inherent in the theoretical perspective and methodology are the epistemological and 
ontological assumptions upon which the study is based. As Crotty (1998, p. 10) argues: 
“each theoretical perspective embodies a certain way of understanding what is (ontology) 
as well as a certain way of understanding what it means to know (epistemology)”.  
This study embodies subjective constructionism as an epistemological stance where 
“meaning comes into existence in and out of our engagement with the realities of the world” 
(Crotty, 1998, p. 8). Meaning is thus constructed and not discovered and, as such, it is possible 
that different people may construct meaning in different ways; even for the same phenomenon 
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(Crotty, 1998).  
“[Constructionism] is the view that all knowledge, and therefore all meaningful 
reality as such, is contingent upon human practices, being constructed in and out of 
interaction between human beings and their world, and developed and transmitted 
within an essentially social context”  
(Crotty, 1998, p. 42). 
Ontologically, pragmatists accept external reality and choose explanations that produce 
the desired results, which is a pluralist ontology (Saunders, Lewis & Thornhill, 2012). They 
acknowledge that more than one kind of reality exists, based on the socially negotiated meanings 
that people give to it.  
Axiology, or the concern with what researchers value in a study (Mertens, 2007; Biddle 
& Schafft, 2014), plays a role during the interpretation of data. In a pragmatic approach to a 
study the research process is guided by the particular value systems of the researchers who 
investigate what they think is important in the study (as represented by the formulated research 
questions). The purpose of the study is to explore the conceptions, perceptions and attitudes of 
the NMMU academics towards teaching portfolios in the higher education context. The pursuit 
of understanding, compared to that of truth, is thus valued in the research process.   
3.3 METHODOLOGY – CASE STUDY RESEARCH 
A case study was adopted as a methodology for this study. A case study is an exploration 
of a ‘bounded system’ (bounded by time and place) or a case (or multiple cases), with the aim to 
generate an in-depth understanding of an issue in its real-life context (de Vos, 2002; Zainal, 
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2007; Noor, 2008; Beverland & Lindgreen, 2010; Crowe, Cresswell, Robertson, Huby, Avery & 
Sheikh, 2011; Yin, 2014).  
This study adopted case study research as a methodology with the boundaries being the 
NMMU as institution (Baxter & Jack, 2008), and the development of the teaching portfolios of 
academics as the case under investigation (Cohen, Manion & Morrison, 2007). The above 
definition of the case and its boundaries offers the uniqueness to the investigation that classifies 
it as an intrinsic case study. An intrinsic case study, (one of the three main types of case study 
identified by Stake (1994) and Crowe, et al., (2011), namely: intrinsic, instrumental and 
collective case studies), is undertaken to learn about a unique phenomenon where the researcher 
defines the uniqueness of the phenomenon.  
Additionally, the type of case study adopted by this study was a descriptive case study. 
Yin (1984; 1994; 2003), as well as Cohen et al., (2007) identifies three types of case study in 
terms of their outcomes as explanatory (testing theories), exploratory (as a pilot to other studies 
or research questions), or descriptive (providing narrative accounts). Descriptive case studies are 
used to describe a phenomenon and the real-life context in which it occurred. The outcome of 
this research study was descriptive because it aimed at investigating a phenomenon, which 
entails the conceptions, perceptions and attitudes of the NMMU academics towards the teaching 
portfolio in the higher education context, in compiling guidelines for the institution regarding the 
successful implementation of teaching portfolios.  
This study adopted the single holistic (all NMMU academics) case study as the design. 
Yin (1984; 1994; 2003), differentiates between single, holistic case studies and multiple-case 
studies. The rationale of embracing a single holistic case study (all NMMU academics) is the aim 
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of this study, which is the investigation of a single social phenomenon that is the NMMU 
academics. 
Crowe and his colleagues (2011) concur with Yin (2009), by arguing that in order to 
develop a thorough understanding of the case; the case study approach involves the collection of 
multiple sources of evidence, permitting the researcher to examine the phenomenon in great 
depth and detail. Therefore, both quantitative and qualitative data collection methods were used 
in this study (Noor, 2008; Yin, 2014).  
3.3.1 Selection of case and participants for the study   
The quality of research does not only stand by the appropriateness of methodology and 
instrumentation, but also by the sampling strategy adopted (Cohen et al., 2007). The overall 
strategy for selecting the participants for the case study research was based on purposive, 
convenience and access principles (Teddlie & Yu, 2007; Bryman, 2012). Being a staff 
development professional at the Higher Education Institution where the study was conducted 
(NMMU), made the selection of the NMMU as case convenient for the researcher, but it also 
provided access to the participants in the institution.  
Purposive sampling techniques may be defined as: a type of sampling in which particular 
persons are selected deliberately for the important information they can provide that cannot be 
accessed as well from others (Teddlie & Yu, 2007; Bryman, 2012). Purposive sampling yielded 
the NMMU academics because of the research problem, which aimed to explore the perceptions, 
conceptions and attitudes of NMMU academics towards teaching portfolios in the higher 
education context.  
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3.4 THE RESEARCH DESIGN  
A mixed-methods sequential explanatory design (Tashakkori & Teddlie, 2010) consisting 
of three phases was adopted as a research design for this study. The research design was 
considered to be a detailed blueprint to guide the study towards its stated objectives and to 
provide a framework for the collection and analysis of the data, enabling the researcher to answer 
the research question as unambiguously as possible (De Vaus, 2005). The explanatory design 
traditionally begins with quantitative data collection and analysis, followed by qualitative data 
collection and analysis (Tashakkori & Teddlie, 2003; Teddlie & Tashakkori, 2006; Tashakkori & 
Teddlie, 2010; Creswell, 2012), which contribute to a comprehensive understanding of a research 
results (Creswell, Fetters & Ivankova, 2004; Creswell & Garrett, 2008).  
An explanatory sequential research design was employed, consisting of two data 
collection phases following each other sequentially, and then followed by an integration phase 
(Tashakkori & Teddlie, 2003, Creswell, 2012). The findings of the first phase were followed up 
with qualitative explanations from the second phase with the aim of explaining or enhancing the 
results from the first phase (Creswell, Plano Clark, Gutmann,  & Hanson, 2003; Doyle, et al., 
2009; Klassen, Creswell, Plano Clark, Smith & Meissner, 2012). The results from the two 
consecutive phases contributed to the third phase, resulting in an integration of the findings of 
the study.  
3.4.1 Phase 1 – collection of mixed data by means of an online survey 
The first phase of the case study involved the collection of partially mixed data using an 
online survey with the questionnaire containing closed-ended and open-ended questions. The aim 
 62 
 
of this first phase of the data collection strategy was to explore the conceptions, perceptions and 
attitudes of the NMMU academics towards teaching portfolios in a higher education context.  
Participant selection  
An electronic invitation was sent out via the university communiqué to all the academics, 
inviting them to participate in the study. The explanatory e-mail included a hyperlink to the 
electronic questionnaire (see Appendix D), including information document explaining the study 
allowing the academics to make an informed decision before voluntarily completing the 
questionnaire.  
Development of the questionnaire 
The questionnaire comprised five sections. Section A consisted of demographical 
questions; Section B, C and D consisted of closed Likert-scale response questions, focusing 
respectively on the perceptions of academics on the content of teaching portfolios; the 
conceptions of academics on the use of teaching portfolios; and lastly, on the attitudes of 
academics towards teaching portfolios; while Section E contained open-ended questions to those 
academics that have developed a teaching portfolio in the past. The content of the items in the 
questionnaire were derived from the literature review done in Chapter two (Buckbridge, 2008; 
Imhof & Picard, 2009; Berrill & Addison, 2010; Fitzpatrick & Spiller, 2010)  
The Likert-scale responses (Fanning, 2005), were used where the academics were asked 
to indicate their level of agreement with a set of statements offered by the researcher on a five-
point scale, ranging from ‘strongly agree’ to ‘strongly disagree’. Likert-scales are beneficial 
since they make it easier for the respondents to read and to complete the questionnaire, 
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increasing the response rate, which is one of the key goals in using a questionnaire as data 
collection instrument (Bradburn, Sudman & Wansink, 2004).  
Piloting the questionnaire  
With the aim of improving the instrument, the questionnaire was piloted to make sure that 
the language used in the questionnaire was clear and that it had no ambiguities. A total of 14 
academics (two from each of the seven faculties), with different years of experience in higher 
education, in different levels of position within academia and with different levels of educational 
qualifications, were asked to review the questionnaire. Feedback, which was incorporated in the 
design of the questionnaire, was received from twelve academics. For example, most of the 
academics gave feedback on how the questions should be rephrased in order to avoid confusion. 
One academic suggested that a question be included in the section of longer questions asking 
academics if they still use their teaching portfolio and for what purpose. The questionnaire was 
also sent to the assisting statistician at the NMMU Department of Statistics for feedback on the 
face validity of the questionnaire (Creswell & Plano Clark, 2011). The questionnaire was 
considered to be valid and a further suggestion was made to change intervals for questions two 
and three of Section A, in order to ensure the mutual exclusiveness of the responses. Both these 
questions required the respondents to indicate their years of experience in higher education in 
general (question 1.2 in the questionnaire). The statistician suggested a reduction in the number 
of categories from seven in the draft questionnaire to three categories.  
Analysis of questionnaire data 
The questionnaire contained three data sets, namely: background data (Section A), 
quantitative data in the form of Likert-scale response items (Sections B, C & D), and open-ended 
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questions (Section E), yielding qualitative data. Descriptive statistics was used to analyse the 
data collected from Sections A to D.   
3.4.2 Phase 2 of data collection – focus group interviews 
The second phase of the data collection focused on the collection of qualitative data by 
means of focus group interviews with the aim of gaining a greater understanding of the 
perceptions, conceptions and attitudes of the academics regarding teaching portfolios in the 
higher education context. A focus group interview is used to understand perceptions, opinions, 
feelings and attitudes relevant to an issue under investigation from a carefully recruited group of 
between five and ten participants (Jamieson & Williams, 2003; Creswell, 2012), and to promote 
open and active discussion (Jamieson & Williams, 2003). It also offers sufficient flexibility to 
approach each participant differently, while still covering the same areas of data collection 
(Noor, 2008). Focus group interviews enable natural quality control of data collection because 
the questions of participants refute or validate each other’s comments, permitting the researcher 
to seek immediate clarification of ambiguous data. Furthermore, focus group interviews are more 
time- and cost-effective compared to individual interviews (Jamieson & Williams, 2003). 
Selection of participants  
The participants for the focus group interviews were purposively selected to be academics 
that have developed a teaching portfolio prior to participating in the research. They had in 
common the experience of the development of a teaching portfolio (Devers & Frankel, 2000; 
McLafferty, 2004; Gill, Stewart, Treasure & Chadwick, 2008). Two sets of focus group 
interviews were conducted, lasting between an hour and an hour and a half. The first group 
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consisted of eight participants and the second group contained six participants. The two groups 
were considered to be reasonably sufficient for this explanatory sequential mixed-research study 
that needs a small qualitative component following the collection of mixed data in the first phase 
by means of the online survey (Creswell, 2012). Both groups were individually invited by email 
to participate in the focus group interviews.  
Interview protocol 
The results obtained in phase one guided the development of the interview protocol 
(Greenbaum, 1998). The interview protocol contained semi-structured, open-ended questions to 
promote a range of responses from the participants (Nyamathi & Shuler, 1990; Stewart & 
Shamdasani, 1990) and to explore the conceptions, perceptions and attitudes of the NMMU 
academics towards teaching portfolios in the higher education context, in more depth (Jamieson 
& Williams, 2003; Driscoll, Appiah-Yeboah, Salib & Rupert, 2007). The responses were probed 
and participants were asked for clarification when needed. The probes were mainly based on 
personal experience by the researcher of the teaching portfolio development or on what had been 
learnt from the interviews of the previous groups.  
Data collection  
Data collected from the focus group interviews were audio-recorded, with consent from 
the focus group participants, in order to secure an accurate account of the conversations and to 
avoid losing data since not everything can be written down during the interviews (Bertrand, 
Brown & Ward, 1992; Noor, 2008). In order to avoid disruptions during the interviews and the 
recording thereof, a lockable seminar room was used for the interviews. This was negotiated with 
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the participants when they were invited to participate in the study. The focus group interviews 
were transcribed verbatim with no editing of the responses.  
Data analysis of focus group interviews 
An inductive analysis strategy was followed to analyse the focus group data (Thomas, 
2006; Driscoll et al., 2007). Inductive analysis refers to approaches that primarily use detailed 
readings of raw data to derive concepts or themes through interpretations made from the raw data 
(Thomas, 2006). Inductive analysis is therefore a process of coding the data without trying to fit 
it into a pre-existing coding frame, or the analytic preconceptions of the researcher. In this sense, 
this form of analysis is data-driven (Braun & Clarke, 2006), reducing the general and varied raw 
text data into a brief, summary format with the aim of establishing clear links between the 
research objectives and the summary findings derived from the raw data (Thomas, 2006; 
Ibrahim, 2012).   
Thematic analysis was used as an analytic technique. Thematic analysis is a qualitative, 
data-driven analytic method that minimally organises and describes data sets in detail for 
identifying, analysing and reporting patterns (themes) within the data (Braun & Clarke, 2006; 
Ibrahim 2012). Thematic analysis at semantic level was chosen with the aim of capturing the 
patterned responses of participants in relation to the research questions (Fereday & Muir-
Cochrane, 2006). With a semantic approach, the themes were identified within the surface 
meanings of the data, and the researcher was not looking for anything beyond what the 
participants had said (Braun & Clarke, 2006; Fereday & Muir-Cochrane, 2006). 
The general analytical process, as suggested by Braun and Clarke (2006), Bradley, Curry 
and Devers (2007) and Zhang and Wildemuth (2009), has been followed, namely: to (1) to 
become familiarised with the data; (2) to generate initial codes; (3) to search for themes; (4) to 
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review themes; (5) to define and name themes; and (6) to produce the report. The researcher 
familiarised herself with the data by transcribing the focus group data in person (Bird, 2005). 
This step was followed up with a reading and re-reading of the data to come to grips with the 
depth and breadth of the content of the interview data. During this process, ideas were marked 
for coding and searched for patterns. Coding was, consequently, done manually to the entire data 
set.  
All the codes and relevant data extracts were collated into a list of initial codes (brief 
labels) that identify important features of the data that might be relevant to answering the 
research questions. The codes and collated data were examined to identify significant broader 
patterns of meaning (potential themes). The relationships between the codes and the themes were 
inspected to establish possible sub-themes. The viability of the potential themes and associated 
codes was reviewed, which resulted in some initial codes being discarded because they were not 
viable, while other themes were collapsed together. This process involved the checking of 
potential themes against the dataset to determine that they tell a convincing story of the data, as 
well as one that answers the research questions. The themes were, therefore, being ‘defined and 
refined’, meaning the identifying of the ‘essence’ of what each theme is about (as well as the 
themes overall), and determining what aspect of the data each theme captures. The themes 
abstracted from the qualitative data led to the development of the initial conceptual framework 
designed in Chapter 1 (See Figure 1.1).  
3.4.3 Phase 3 – integration of data  
The integration of the qualitative and quantitative data during a mixed-methods research 
design is of the utmost importance to ensure alignment during the research process. Integration 
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refers to the phase in the research process where the mixing or integration of the quantitative and 
qualitative methods occurs (Creswell et al., 2003; Ivankova, Creswell & Stick, 2006). Integration 
of qualitative and quantitative data at the interpretation and reporting phase occurs through three 
approaches: (1) integrating through joint displays; (2) integrating through data transformation; 
and (3) integrating through writing a narrative describing the qualitative and quantitative findings 
in a single report or a series of reports (Fetters, Curry & Creswell, 2013).  
The first point of integration happened when the focus group interview protocol was 
developed (Fetters et al., 2013). The protocol was grounded in the results from the first phase of 
the study. The second point of integration took place at the interpretation stage of the study 
(Onwuegbuzie & Teddlie 2003; Creswell & Plano Clark, 2007; Terrell, 2012) where the 
conceptual framework of teaching portfolio development framework was driving the discussions. 
Phase three characterizes the final stage of the research, where the data from the first two phases 
are integrated into a single coherent report describing the findings of both phases of the research 
(Fetters et al., 2013).  
3.5 ASSESSING THE QUALITY OF THE RESEARCH  
The positioning of the research in a pragmatic paradigm with a question-driven research 
approach, in addition to the advice given by Thomas (2011, p. 71) that “the quality of case study 
research depends less on ideas of sample, validity and reliability and more on the conception, 
construction and conduct of the study”, influenced the reporting of the steps taken to ensure the 
rigour of the study. This viewpoint is supported by Pratt (2008), who argues that research 
conducted by question-driven researchers should be evaluated on the basis of the clarity with 
which the researcher ties together his methods, assumptions, findings and research questions.  
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The stance thus taken in this mixed-methods case study is that quality in any research 
project depends on two areas in the research process: (1) the quality of the design focusing on the 
degree to which a researcher has selected the most appropriate procedures for answering the 
research questions (Teddlie & Tashakkori, 2009); and (2) the quality of the explanations 
provided, focusing on the degree to which credible interpretations have been made on the basis 
of obtained results (Tashakkori & Teddlie, 2003; Venkatesh, Brown & Bala, 2013). This view of 
quality as a process moves the concepts from an application of ‘the right criteria at the right time’ 
to a continual process of ‘thinking out loud’ about safeguards and contradictions in the research 
process (Cho & Trent, 2006). The three indicators of a quality design (design suitability or 
appropriateness, design adequacy and analytic adequacy) are dealt with under the various 
headings of the research design in this chapter. The second quality inference criterion, namely 
explanation quality, is mostly dealt with in Chapter five (the discussion of the results of the 
research).  
Trustworthiness 
Recognizing that all methods have limitations and that biases inherent in a single method 
could neutralize or cancel the biases of other methods (Creswell, 2009), the sequential 
explanatory mixed-methods design enabled the researcher to use the strengths of both the 
quantitative and qualitative analysis techniques and to extract more meaning from the data, in 
order to understand the phenomena better (Onwuegbuzie & Teddie, cited in Tashakkori & 
Teddlie, 2003). To realise the trustworthiness of the findings, strategies were focused upon to 
improve the validity and reliability of the quantitative (Shenton, 2004; Creswell, 2007). The 
following measures were put in place to ensure trustworthiness in the study: 
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Triangulation  
Triangulation is integral to case study research (Creswell, 2003) and, as such, multiple 
sources of data were used to confirm emerging findings (Merriam, 1998). Methodological 
triangulation (Creswell & Miller, 2000) was employed by collecting data from a questionnaire 
and from focus group interviews, complemented by collecting data from multiple sources (the 
participants’ completing of the survey, as well as those participating in the focus group 
interviews) (Creswell & Miller, 2000). The process of triangulation was used to seek 
convergence in the data (phase three of the study) and to confirm or disconfirm emerging 
categories and themes (Creswell & Miller, 2000).  
Triangulation was further enhanced by implementing strategies to increase the internal 
validity of the study. As recommended by Yin (2003), a clear theoretical framework explicitly 
derived from the literature (Chapter two) guided the analysis of the data. Further theoretical 
triangulation was established during the process of pattern-matching during which the 
empirically derived patterns were compared with patterns established in literature during the 
discussion of the findings (Eisenhardt, 1989).  
Ensuring authentic research findings  
Denzin and Lincoln (2005) define validity as the establishment of authentic research 
findings. Validity is, consequently, concerned with accuracy (Nardi, 2006) and, as such, requires 
alignment among data, instruments and theoretical paradigms (Kirk & Miller, 1986). During 
focus group interviews, the responses were recorded and the recording was subscribed verbatim. 
The transcriptions were checked to ensure the accuracy of the transcriptions (Creswell, 2003). 
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Establishment of credibility  
In order to lend credibility to the findings of the study, a variety of validity procedures 
were incorporated in the design of the case study, striving to establish a clear chain of evidence 
in order to allow the reader to reconstruct how the researcher went from the initial research 
questions to the final conclusion (Yin, 2003). The quality of the data, as well as the results and 
the interpretation of the quantitative component of the study, was checked (Creswell & Plano 
Clark, 2011). The quality of the research results was enhanced by employing the findings of 
phase two (the focus group interviews) to contextualize the results of phase one (the survey) 
(Ridenour & Newman, 2008). For example, the results from phase one showed that the 
participants that had not developed teaching portfolios previously would develop a teaching 
portfolio if they were given time to do so. The results from phase two showed that the 
participants who had developed teaching portfolios and participated in the focus group interviews 
mentioned finding the teaching portfolio development time-consuming and that time was the 
main challenge they experienced in developing teaching portfolios.  
 Reliability  
One of the notions that contribute to the trustworthiness of research is that of reliability 
(Pine, 2009). Reliability is the ability to act consistently, honestly, and openly, to collect data 
accurately and to analyse data neutrally (Leedy & Ormrod, 2001; De Vos 2002; Bless, Higson-
Smith & Kagee, 2006; Nardi, 2006; Pine, 2009). The careful piloting of data collection 
instruments enhances reliability (Cohen, Manion & Morrison, 2000). The questionnaire used in 
phase one was piloted as described in Section 3.4.1.The researcher also used the same semi-
structured interview protocol for the two focus group interviews conducted in phase two. Both of 
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the focus group interviews were conducted by the researcher to ensure consistency throughout 
the second phase of the research process.  
3.6 ETHICAL CONSIDERATION 
From the beginning of the research process the researcher made it her obligation to 
respect the rights, needs, values, and desires of the participants (Creswell, 2003). Ethical 
considerations were applied from the planning stages of the research process until the findings of 
the study were recorded (Hesse-Biber & Leavy, 2006). Ethical standards set out by the Faculty of 
Education at the NMMU were taken into consideration and were applied during the research 
process. This included obtaining ethical clearance for the research from the NMMU Research 
Ethics Committee prior to the commencement of data collection (see Appendix B).  
Informed consent was obtained from all the participants to the study. Informed consent is 
described by Marlow (2005) as informing potential participants in the research about their role in 
the research; about the consequences of their participation in the research; and that their 
permission is required to take part. The electronic invitation sent to the academic staff of the 
NMMU contained the objectives of the study, as well as an explanation of the role of the 
participants and the consequences of participating in the study. By choosing to complete the 
electronic questionnaire voluntarily, the participants provided their consent.   
The focus group participants signed a separate consent form before the interviews; stating 
that they understood the explanations given to them and agreeing to participate in the study (see 
Appendix D). It was explained to participants that they had the right not to participate or to 
withdraw from the study at any point, without disclosing any explanation (Shenton, 2004). The 
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independent status of the researcher was emphasized to the participants to enable them to 
contribute ideas and to talk of their experiences without fear of losing credibility (Shenton, 
2004). 
Confidentiality, or the act of ensuring that information about or the actual data collected 
from those who participated in the study is not made public in a way that can be linked to an 
individual (Monette, Sullivan & Jong, 2005), was ensured for all the participants of the study. 
The names of the participants were not, by any chance, linked to the data in a way that could 
compromise their personal or professional position at the NMMU. All participants were given 
pseudo names to protect their actual identities.  
3.7 CHAPTER SUMMARY 
This chapter focused on the theoretical framework of the case study embedded in a 
question-driven pragmatic research paradigm. The explanatory sequential mixed-methods design, 
which begins with partially mixed data from a questionnaire followed by qualitative data 
collected from focus group interviews, was adopted for this study.  
Discussions included the methods of sampling, as well as details of the research 
procedures and the rationale for choosing the methods and procedures. A case study was adopted 
as a research design for this study mainly because the study was conducted at the NMMU. In this 
sequential explanatory design study, the data was analysed in two consecutive phases, and both 
sets of data contributed to the final, integrated interpretation of the conceptions, perceptions and 
attitudes of the academics at the NMMU towards teaching portfolios in the higher education 
context.  
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Also presented in this chapter were philosophical assumptions, which are: ontology, as 
well as epistemological and mixed-methods axiology. Pragmatism, which is not committed to 
any one system of philosophy or reality and is neither quantitative nor qualitative research alone, 
was adopted in this study. The ontological assumption espoused in this study, from the 
pragmatist point of view, sought to interpret the multiple realities that the research participants 
brought into the study. The epistemological position, contained within the pragmatic perspective, 
believes that social inquiry was able to access the 'truth' about the real world virtue of a multiple 
scientific methods. Axiological issues were addressed by adhering to and going beyond the 
extent required by the NMMU Research Ethics Committee.    
Lastly, the discussion of data analysis and aspects of trustworthiness were discussed.  The 
trustworthiness was mainly ensured by using the strengths of both quantitative and qualitative 
analysis techniques. Focus was given to the strategies that were used to improve the validity and 
reliability of the quantitative and qualitative components of the study to realize its 
trustworthiness.  The ethical issues, especially those set out by the Faculty of Education at the 
NMMU, such as confidentiality and informed consent were taken seriously in this study.  
 
 
 
 
 
 75 
 
 
CHAPTER FOUR 
RESULTS AND DISCUSSION 
 
4.1 INTRODUCTION 
This chapter reports on the results of the data generated via the case study methodology 
described in Chapter three. A sequential explanatory mixed-methods research design (Tashakkori 
& Teddlie, 2003) was employed in the study collecting data by means of a questionnaire 
consisting of closed questions, (Likert-scale type of responses) and open-ended questions, as 
well as a focus group interview. The qualitative data collected during the focus group interviews 
were used to explain the data collected by means of the questionnaires, using the argument 
offered by Miles and Huberman (1994) that qualitative data are useful when one needs to 
supplement, validate, explain, illuminate, or reinterpret quantitative data gathered from the same 
setting. The results will be reported according to a conceptual framework depicting the 
conceptions of the academics of teaching portfolios as revealed by both the qualitative and 
quantitative data. The background to the use of teaching portfolios at NMMU is provided in 
order to contextualise the conceptions of the academics concerning teaching portfolios.  
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4.2  BACKGROUND OF THE PARTICIPANTS AND THEIR ENGAGEMENT WITH 
TEACHING PORTFOLIOS AT NMMU  
In order to understand the context in which portfolios are expected to be developed at the 
NMMU (the case under investigation in this study), it is necessary to describe the biographical 
description of the participants and the environment in which teaching portfolios are developed at 
the NMMU. This includes aspects such as the prior experience of the participants with the 
development of teaching portfolios in the context of higher education teaching; the expectations 
of the departments or faculties regarding the development of portfolios; and as the purposes for 
which portfolios were developed.  
4.2.1 Biographical description of the questionnaire participants 
The questionnaire was completed online by 45 NMMU academics across all five 
campuses of the university. An analysis of the participants’ biographical details indicated that 10 
of the participants were academics from the Human and Social Sciences discipline, while 35 of 
the participants were academics from the Natural Sciences discipline (see Table 4.1). In looking 
at the higher education experience range of the participants in the online survey the experiences 
were categorized into entry-level (0-5 years), mid-level (6-20 years) and senior-level (21 plus). 
The results revealed that 67% of the participants could be experienced higher education 
academics with more than 5 years of experience, with 33% having between 0 and 5 years of 
experience, 51 having between 6 and 10 years of experience and 16% having 21 and above years 
of experience in higher education (see Table 4.1). This data showed that this sample was 
weighted towards academics that had a wealth of higher education experience and the 
participants could therefore not be considered novice higher education teachers. However, the 
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data about the academics’ prior experience with the development of portfolios revealed that the 
majority (n = 26) of the participants never developed a teaching portfolio before participating in 
the study and 21 of these academics indicated that they also do not intent to develop a teaching 
portfolio in the near future.  
Table 4.1: Summary of the background of the survey participants (N = 45) 
Characteristics of the survey participants  Number of 
participants 
Discipline of participant  
Human and Social Sciences  
(Faculties of Art, Business and Economic 
Sciences, Education & Law) 
10 
Natural Sciences 
(Faculties of Science, Health Sciences & 
Engineering, Built Environment & 
Information Technology (EBEIT)) 
 
35 
Years of higher education 
experience  
 
 
 
0-5 years (entry – level  academics) 15 
6-20 years (mid – level academics) 23 
21+ years (senior – level  academics) 7 
 
 
Have you developed a 
teaching portfolio before? 
Yes 19  
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 No 26 
4.2.2 Biographical description of the focus group participants 
The focus groups participants were evenly spread because all seven NMMU faculties 
were represented (see Table 4.2)  
Table 4.2: Summary of the focus group interviews participants 
Characteristics of the focus group participants  Number of 
participants  
Faculties where 
the academics 
lecture 
Arts 2 
Business and Economic Sciences 3 
Engineering, the Built Environment and 
Information Technology (EBEIT) 
3 
Education 1 
Law 1 
Health Sciences 3 
Sciences 1 
TOTAL  14 
When asked why they developed teaching portfolio, the findings of the focus group 
interviews show that six of participants’ purposes of developing a teaching portfolio were 
summative and eight developed their teaching portfolio for formative purposes. The summary of 
participants and the purposes of developing a teaching portfolio are represented in Table 4.3.  
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Table 4.3: Responses on purposes of development of teaching portfolio 
Categories  Frequency count  Representative quote(s) 
from the responses 
Personal 
development  
4 “…its evidence to see every 
year … your teaching methods 
tend to change so when you 
have that evidence you know, 
… check … I achieving what I 
wanted to achieve on my 
purpose and the outcomes on 
those terms” [Bee] 
Evidence for 
promotion  
2 “Um, the first time I develop 
it, it was for promotion, but 
when I did it properly the 
second time it was for when I 
applied for an award”[Nito] 
Applying for 
teaching awards  
3 “I developed a teaching 
portfolio for err, err, excellent 
awards for lecturer” [Sana] 
Part of a formal 
course on higher 
education 
teaching  
3 “The first time that I started 
with it was when I did course 
with a, um, err, economic 
institution and err, part of it 
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was to look at developing the 
portfolio um, thereafter I also 
did it as example for other 
staff in my department, um, to 
show that we can do it” [Lien]. 
Application for 
employment  
1 “…It was sort of a portfolio of 
evidence of why I considered 
myself employable …” 
[Yante]. 
Professional 
requirements  
1 “The teaching philosophy or 
statement and with that it 
helped me to grow a lot” 
[Ronny] 
4.2.3 Prior experience with portfolio development  
The prior experience of academics with the development of teaching portfolios sheds 
light on how experienced they are concerning teaching portfolios, specifically in the context of 
higher education teaching. It would also give an indication whether they voluntarily engaged in 
the development of a teaching portfolio or whether they received an external trigger in the form 
of institutional expectations to engage in the development of a portfolio. The survey participants 
were asked to indicate whether they had developed a teaching portfolio before participating in 
this study. The data revealed a variety of prior experiences and resultant expertise with the 
development of teaching portfolios (Table 4.1), with just under half of the participants (n = 19 or 
42.2%) indicating having had prior experience with the development of a portfolio.  
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Table 4.4: Prior experience of academics regarding the development of portfolios  
Have you developed a teaching portfolio before? Frequency Percent 
Yes 19 42.2 
No 26 57.8 
Total 45 100.0 
4.2.4 Institutional expectations  
In order to determine the expectations and support offered by the academic departments 
or faculties, the survey participants were asked to indicate whether their academic department 
requires them to develop a portfolio and for which purpose(s) they are required to develop the 
portfolios. From the responses, it was ascertained that the majority of the academic departments 
or faculties (about 62%) do not require their academics to develop teaching portfolios (Table 
4.5). It can therefore be deducted that the drive to engage in the development of teaching 
portfolios comes from the academics themselves and not so much from the institution.   
Table 4.5: Background information on requirements by academic departments regarding the 
development of teaching portfolios 
Academic department requires the development of 
a teaching portfolio 
Number of 
participants 
(N=45) 
Percentage 
Yes  
No 
 12 26.7 
 28 62.2 
Do not know   5 11.1 
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The conclusion that may be made, based on the results illustrated in Table 4.5,  that the 
drive to engage in the development of teaching portfolio comes from the academics themselves is 
proven wrong  by some of the focus group participants who developed teaching portfolio before 
their participation in the study. Some of the focus group participants indicated that they would 
not have developed a portfolio if they were not forced to do so. They also acknowledged that the 
benefits of developing a portfolio are only realised after the task is completed.  
“It’s sort of human nature. You hate it if you are forced to do it and it is a pity that one has 
to be forced to do it, but because of our busy lives that is the only way that people will get to 
do it. … It’s a necessary evil; but it is not really the evil you see it as. You feel it is evil 
because I do not have time. After you’ve done it you realise how important it is and what the 
benefits are.” [Lien] 
“Very honest now – If I was not forced to do it I wouldn’t have done it.” [Sana] 
The questionnaire participants were also asked to comment on whether they received any 
guidelines from their respective departments to assist them with the development of the teaching 
portfolios (Table 4.6). Only three of the participants indicated that they received guidelines from 
their departments, six participants indicated that they did not know whether their departments 
provided guidelines and one participant did not respond to the question.  
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Table 4.6: Provision of guidelines for the development of teaching portfolios by academic 
departments 
Does your department provide 
guidelines? Frequency Percent 
Valid Yes 3 6.7 
No 35 77.8 
Don't know 6 13.3 
Total 44 97.8 
Missing System 1 2.2 
Total 45 100.0 
4.2.5 Future engagement in portfolio development  
In order to establish the interest of the participating academics in engaging in the 
development of portfolios in future, they were asked to indicate whether they plan to develop a 
teaching portfolio in the near future (Table 4.7). Although the data indicate that just over half of 
the participants intend to develop portfolios in the near future, the number of participants who 
either did not answer the question (n = 7), were undecided (n = 7), or who indicated that they do 
not intent to develop a portfolio in the near future (n = 10), equals the number of participants 
who reacted positively to the question.  
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Table 4.7: Future engagement in portfolio development  
Are you planning to develop a teaching 
portfolio in the near future? Frequency Percent 
Yes 21 46.7 
Do not know 7 15.6 
No 10 22.2 
Total 38 84.4 
Missing system  7 15.6 
Total  45 100.0 
4.2.6 Purposes of developing portfolios  
When the survey participants were asked to choose from the options given the purposes 
they would develop their teaching portfolio for in the near future, they responded to different 
purposes. Most of the participants indicated that they would develop their portfolios for 
professional development (22.2%) followed by promotion (11.1%), performance management 
system (ES) (8.9%), and lastly the teaching excellent awards (2.2%). Table 4.8 illustrate the 
results of the purposes the participants would develop their teaching portfolios for.  
Table 4.8: The purposes the survey participants would develop their teaching portfolios for in the 
near future. 
 For what purpose do you plan to 
develop a teaching portfolio? Frequency Percent Valid Percent 
Valid EDS 4 8.9 18.2 
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Prof. Dev. 10 22.2 45.5 
Promotion 5 11.1 22.7 
Teaching Excel. Awards 2 4.4 9.1 
Other 1 2.2 4.5 
Total 22 48.9 100.0 
Missing System 23 51.1   
Total 45 100.0   
The survey participants, who developed teaching portfolio prior participating in the study, 
were asked what motivated them to develop a teaching in the light of finding out the purpose(s) 
for the participants developing their teaching portfolios. Most of the participants responded that 
they developed their teaching portfolios for professional development (n=7), followed by 
promotion (n=5), application for teaching awards (n=3), for personal development (n=2), and 
performance management system and application for employment (n=1).  Results of the purposes 
of the development of teaching portfolio by survey participants are shown in Table 4.9.   
Table 4.9: The purposes for which portfolios were developed prior to participating in the study  
Purpose for developing teaching portfolio Number of participants 
Professional development  7 
Promotion  5 
Teaching awards  3 
Personal development  2 
Performance management system  1 
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Application for employment 1 
The participants from the focus group interviews were asked the purpose(s) of developing 
their portfolios. The results revealed that most of the focus group interviews participants 
developed their teaching portfolios for professional development (n=8), followed by promotion 
(n=2), teaching excellence awards (n=2), personal development (n=1) and application for 
employment (n=1). The results are illustrated in Table 4.10.  
Table 4.10: The focus groups participants’ purposes of developing a teaching portfolio 
Purpose for developing teaching portfolio Number of participants 
Professional development  8 
Promotion  2 
Teaching awards  2 
Personal development  1 
Application for employment 1 
Total 14 
The results from the qualitative data collected in the questionnaire and the focus group 
interviews revealed that teaching portfolios were developed for various reasons. When looking at 
the number of responses received from survey and interview participants, the purposes could be 
categorized from the majority purpose to the least used purpose, namely personal development; 
application for teaching awards and promotion; and the least used purposes were the use of 
teaching portfolios as evidence in a performance management system, and application for 
employment. The summary of participants and the purposes of developing a teaching portfolio is 
represented in Table 4.11.  
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Table 4.11: Responses on purposes of development of teaching portfolio 
Categories  Representative statements quoted from the responses 
Personal development  “…your teaching methods tend to change so when you have 
that evidence you know, … check …  achieving what I 
wanted to achieve on my purpose and the outcomes on those 
terms” [Bee] 
Evidence for promotion  “The first time I develop it, it was for promotion”[Nito] 
Applying for teaching awards  “I developed a teaching portfolio for teacher excellent 
awards” [Sana] 
Application for employment  “It was sort of a portfolio of evidence of why I considered 
myself employable” [Yante]. 
Professional development  “I did a course with an economic institution and part of it 
was to look at developing the portfolio” [Lien]. 
4.2.7 Maintenance of teaching portfolio  
The participants from the questionnaire and focus group interviews were asked if they 
were still maintaining their portfolios and for what purposes they maintained these teaching 
portfolios. There were mixed responses from both data sets about the maintenance of teaching 
portfolio. Some participants said they do keep and update their portfolios and others said they do 
not update theirs. The purposes for participants maintaining their portfolios could be categorized 
into professional and personal development purposes, as well as assessment purposes where the 
portfolio supports formal evaluation processes such as promotion and teaching awards (Table 
4.12).  
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Table 4.12: Purposes cited by survey participants for maintaining teaching portfolios 
Purpose of 
updating and using 
teaching portfolios  
Representative statements quoted from qualitative responses 
Professional 
development  
“I update it each year so that I can keep up to date with what my role 
is.”  
Personal 
development 
“For my own personal growth.”  
“For reflection purposes and to motivate me.”  
“I developed it [last year] and use it to improve on the shortcomings I 
have identified.” 
Promotion and 
teaching awards  
“[Because] that is the only way I will ever be considered for teaching 
awards and promotion.”  
“I keep it updated for future promotion opportunities and to improve 
students' learning experiences.” 
The purposes of the focus group participants for developing and maintaining their 
teaching portfolios are illustrated in table 4.13.  
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Table 4.13: Purposes cited by focus group participants for maintaining teaching portfolios 
Purpose of 
updating and using 
teaching portfolios  
Representative statements  quoted from qualitative responses 
Professional 
development  
“….it’s a good way of seeing where there’s progress or there are areas 
where there isn’t progress…then focuses on those areas where I can 
see that I stagnated a bit…it’s an easy way of identifying areas where 
you need to improve [Yante]. 
Personal 
development 
“…also to measure your development…so that you can see where you 
are in terms of your goals” [Bile]. 
Promotion and 
teaching awards  
“…I do it when there’s an award…promotion…” [Carrey].  
 
As mentioned above, there are some participants from both data analyses that reported 
that they did not maintain their teaching portfolios. Some of the reasons provided by survey 
participants for not maintaining their teaching portfolios (as illustrated below) include the effort 
it takes to keep the portfolios up to date, and changes in the  roles or duties of participants.  
“I do not use it anymore because I have found it very difficult to keep up to date. I 
always have good intentions to do so, but other commitments interfere” [Survey 
participant] 
“I no longer teach” [Survey participant]. 
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Some of the reasons provided by focus group participants for not maintaining their 
teaching portfolios (as illustrated below) include the value of portfolios, time constraint and other 
commitments of participants.  
“[Y]ou have to update it regularly, also something that I don’t really do… but then you also 
forget; but then the real value of portfolio is less” [Lien]. 
“[T]his thing I have to do, so much time to set up, so many other things, the deadline you have to 
meet” [Nito].  
“[T]o be honest with you I as a young lecturer, you are loaded with teaching work….you don’t 
have a capacity it’s really so difficult to try even to do that with your full teaching load. Um, with 
lots commitment so in that regard I’m in the balance there, I’m not sure if I would actually keep 
it up to date as I would like to” [Laig]. 
4.3 INTEGRATED RESULTS FROM DATA ANALYSIS  
The initial conceptual framework suggested in Chapter one was amended to incorporate 
the themes and sub-themes that emerged during the analysis of the data. The framework proposes 
that the conceptions of academics concerning teaching portfolios consist of four main themes, 
namely: the portfolio development process, the uses of and purposes for developing teaching 
portfolios, the attitudes of academics towards teaching portfolios, and the benefits gained from 
the development of teaching portfolios (Figure 4.1). This framework has been used to report the 
results from both the quantitative and qualitative data generated from both the questionnaire and 
the focus group interviews.  
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Figure 4.1: Conceptions concerning teaching portfolios in higher education 
4.3.1 Teaching portfolio development process 
The first theme identified when discussing the conceptions held by NMMU academics 
concerning teaching portfolios addresses categories pertaining teaching portfolio development 
process. The focus of this main theme is on the factors that have an impact on the development 
process. These factors need to be considered to optimise the implementation of portfolios for 
higher education teaching development.  
Teaching 
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development 
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• Content of teaching 
portfolios 
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• Challenges to portfolio 
development 
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teaching 
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teaching 
portfolios 
Benefits of 
teaching 
portfolios  
Conceptions 
concerning 
teaching 
portfolios  
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4.3.1.1 Perceptions regarding the content of teaching portfolios  
The perceptions of the survey participants concerning the content of teaching portfolios 
were explored through a set of 19 statements related to the items to be included in a teaching 
portfolio (Section B of questionnaire). A frequency table of the responses to the 19 statements 
was constructed. From the data it can be deducted that the most agreed upon items to be included 
in a teaching portfolio (Table 4.14) were the teaching responsibilities and teaching experiences of 
the academic, followed by a summary of the student evaluations of the academics’ teaching and a 
reflection by the academics themselves on their teaching, the goals, plans and the activities they 
implemented to improve their teaching. 
Table 4.14: Items to be included in a teaching portfolio that received an 80% or more agreement 
from the respondents.  
What, in your opinion, should be included in a teaching 
portfolio?  
A 
% 
N 
% 
D 
% 
2.1 Your teaching responsibilities. 84.5 6.7 8.8 
2.2 Your teaching experience. 84.5 6.7 8.8 
2.14 A summary of the student evaluations of your teaching. 84.4 8.9 8.8 
2.15 Self-reflection upon the student evaluations 84.5 6.7 8.9 
2.19 Your goals and plans for the future improvement of your 
teaching. 
84.5 8.9 6.7 
2.3 A summary of modules you are currently teaching.  82.3 13.3 4.4 
2.10 A description of how you put into practice your beliefs 
about effective teaching and learning. 
82.2 8.9 8.9 
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2.18 Activities you undertook to improve your teaching. 82.2 8.9 8.9 
2.11 Examples of your good teaching. 80 13.3 6.6 
Other content items that received a positive response for inclusion, from between seventy 
and eighty percent of the respondents, are captured in Table 4.14 and ordered from items that 
received the most agreements (77.8%) to the statements that received the least agreements 
(71.1%).  
Table 4.15: Items to be included in a teaching portfolio that received 70% or more agreement 
from the respondents.  
What, in your opinion, should be included in a teaching 
portfolio?  
A 
% 
N 
% 
D 
% 
2.9 Your beliefs about how you as a teacher can best facilitate 
the learning of your students 
77.8 11.1 11.1 
2.4 A summary of modules you have taught in the past three 
years. 
75.5 15.6 8.8 
2.8 Your beliefs about how student learning in your field 
takes place. 
73.3 15.6 11.1 
2.13 Student evaluations of your teaching and modules. 71.7 17.8 11.1 
2.7 Your teaching activities outside the classroom. 71.1 22.2 6.7 
The data revealed that feedback from colleagues, teaching awards received, and lessons 
learned about the process of portfolio development were equally important to the academics, 
with a sixty percent response rate (Table 4.16). Based on the responses from the academics 
reflected in Table 4.16, it is evident that the participants are not in agreement that material older 
 94 
 
than three years should be an item to be included in the teaching portfolio. More than 60% of the 
responses indicated a neutral or disagree response to this item. It also seems that the number of 
credits or notional hours for a module is not of such importance for the participants to be 
included in a teaching portfolio.   
Table 4.16: Items to be included in a teaching portfolio that received the least agreement from 
the respondents.  
What, in your opinion, should be included in a teaching 
portfolio?  
A 
% 
N 
% 
D 
% 
2.12 Teaching awards you won from your own 
department/university 
60 15.6 24.4 
2.16 Written feedback about your teaching from colleagues 
who have observed your classes.  
60 20 20 
2.17 The lessons you learnt in the process of developing a 
teaching portfolio. 
60 22.2 17.8 
2.6 The number of credits or notional hours for each module. 51.1 31.1 17.8 
2.5 A summary of modules you taught more than three years 
ago.  
33.4 42.2 24.5 
The results from the focus group participants showed that the majority of the participants, 
as was the case in the analysis of the quantitative data, perceived student evaluations of the 
teaching of the academics, the goals and plans of the academics for future improvement of their 
teaching, and peer review as items that should be included in teaching portfolios, together with 
the reasons for that 
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“[A] section on future teaching goals … what I plan to do better in the future, things that I plan 
to change” [Yante] 
“[T]he feedback from the students … I actually wanted to see what I can improve. … 
constructive feedback as … what can be done better” [Rina] 
“[R]eflection, I’m also thinking about the peer review when your colleague are kind of assess 
you, also should include that in your teaching portfolio because it’s gonna make a difference like 
you know the 3D view rather than your side only” [Sipho]. 
There are some other items that were identified by the focus groups participants to be 
included in a teaching portfolio, but were not listed in the questionnaire.  
“I think a lot of reflection on what you’ve been doing and how you doing it and then also 
reflection” [Carry].  
“[Y]our own teaching philosophy and your own ideas and values and how it fits into the bigger 
picture of where we sitting…content of how maybe you’ve achieved some of your goals … 
feedback evidence of trying to achieve those goals” [Nito].  
“[I]ncluding research and of course the other things like engagement”[Bile]. 
4.3.1.2 Enablers of the portfolio development process   
The second sub-theme of factors that influence the development of teaching portfolios 
was identified as enabling factors. Enablers in this study are taken as the factors that support or 
enhance the engagement of the academics with the teaching portfolio process. Most of the 
participants from the focus group interviews identified support from the department, faculties 
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and the institution on teaching portfolio development as factors that enable the portfolio 
development process at the NMMU.   
The support and guidance that the participating academics received from colleagues and 
entities during the development of a portfolio have been identified as a crucial event that enabled 
the participants to develop their portfolios. They also mentioned that the support they had from 
their departments played a role in the successful completion, development and maintenance of 
their teaching portfolios. The role that support and guidance played in the successful completion 
and maintenance of portfolios is evident from the statements of the participants:   
“If it was not for the support, I would never have started it” [Lien].   
From an institutional perspective, participants commented that attendance at workshops 
offered at the institutional level by CTLM provided the guidelines they needed on what to 
include in the portfolios, as well as providing them with the confidence to complete the portfolio: 
“[S]upport … I set up mine before coming to that workshop … and realize on if I had come 
here before it would have been so much easier” [Nito] 
 “It was a massive job for me … the only way that I tripped away, this was by going to that 
course that was given and gave me direction of what to do” [Carrey]. 
Although the participants valued the support and guidelines provided by the CTLM, they 
commented that receiving departmental specific guidelines on the needs and character relevant to 
the department could enhance the impact of the support offered by the CTLM as a one-size-fits-
all approach offered by the institution, in general, is not as effective as having department-
specific support. As participants stated:  
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“[A] departmental workshop is fantastic because everybody knows everybody and we 
would be a continued help to each other” [Carrey].   
“My biggest challenge is the writing style. In Science we don’t know those terms man … 
there must be a way where maybe you can categorize maybe a teaching portfolio for 
Science faculty or for whatever faculty” [Bee]. 
Although the availability of support and guidance was considered an enabling factor in 
the development of a teaching portfolio, the challenges identified by the participants were to get 
the broader academic community to utilize the support and to engage in the construction and 
development of teaching portfolios as part of their professional practice as academics in higher 
education. As some participants mentioned:  
“[E}specially buy-in from the older colleagues … .getting them to buy-in and see the value 
of it that is really quite challenging”[Mic].  
4.3.1.3 Factors inhibiting the development of teaching portfolios  
The second theme identified from the data was inhibitors of the teaching portfolio 
development process. Inhibitors in this study were understood as factors that will prevent the 
academics from participating in the development of teaching portfolio. The themes that were 
identified as inhibitors were time and workload, and research taking precedence over teaching. 
I. Time and workload 
When asked to identify two of their biggest challenges in the development of a teaching 
portfolio, sixteen survey participants indicated that time constraints prevented them from 
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engaging in the process of teaching portfolio development. The focus group participants 
mentioned that the most frequent complaint lodged by their colleagues against engaging in the 
development of a portfolio was the lack of time associated with their workload.  
“The time … there are so many things we do and we want to do better but there is just not 
enough time to do it. So time with workload is one of the biggest problems” [Lien].  
“I think … we most probably complain about time, time, time… so that’s the thing…I know about 
teaching portfolio, I haven’t yet put my mind on teaching portfolio so why is that? Um, I know 
that it’s important; I know it will improve my teaching, but then I’ll say I don’t have time” [Neo] 
II. Research taking precedence over teaching 
The majority of the participants mentioned the historical culture of research being taken 
more seriously than teaching; hence having a louder voice within the institution as one of the 
factors that hindered the engagement of the academics with the portfolio development process.   
“[A] teaching portfolio is a new thing isn’t it? And I’m thinking research has always been there, 
you know, and people are so rooted on that. It’s like moving a mountain to this new thing or 
trying new things” [Sipho].    
III. Negative perceptions held by academics regarding teaching portfolios 
The results from both sets of data revealed that some participants have different negative 
opinions regarding teaching portfolios that may prevent them from developing said portfolios. 
Some of the comments of the participants were:   
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“It can be forged and become a technical exercise, especially when used for promotion 
purposes” [Survey participants]. 
“I think a teaching portfolio can let a person stagnate, because you put so much effort in 
developing it and then it feels as if you have the `blueprint`, but students change because 
the times change and therefore their needs change and a lecturer needs to be aware of that 
all the time” [Survey participant]. 
4.3.1.4 Challenges to the effective implementation of teaching portfolios  
Evidence from the survey responses, as well as from the focus group interviews, revealed 
that academics were faced with numerous challenges during the process of developing their 
portfolios. The data from the survey revealed that academics face seven challenges (Table 4.17) 
when engaging in the development of a teaching portfolio. These challenges were illustrated in 
Table 4.17 below.  
Table 4.17: Challenges faced when developing a teaching portfolio – survey results 
Category  Frequency Illustrative quotations 
Time  16 “I need time to do it”. 
Attitude of colleagues  4 “A HoD once said to me: the person in the 
Department that is the least student-centered has the 
most well-developed portfolio”.  
“No support from the department”.  
“Competition between academics”.  
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“It takes buy-in from academics to see its worth”.  
Longitudinal nature of 
evidence needed for a 
portfolio 
3 “Realising that you don’t have all the information 
needed and then having to wait a month or two to 
gather that information”. 
Reflective practice  2 ”Reflective practice is a challenge”. 
Familiarity with the 
technical requirements of 
constructing a portfolio 
2 “Determining the format to use in putting the 
information together”. 
“Knowing what exactly the portfolio should contain”.  
Value of teaching  2 “Management not taking the process seriously and 
telling me to rather focus my efforts on research”. 
“Knowing that it is wasted time”.   
Need for a mentor  1 “I need a mentor to show me”  
The focus group interviews revealed some similar challenges to the survey responses that 
they faced when developing their teaching portfolios. The themes from the survey participants 
and from the focus group interviews were combined and reported below. The themes depicted 
from the focus group interviews were incorporated with the themes from the survey participants 
to be: time to develop and maintain a teaching portfolio; unfamiliarity with teaching portfolios; 
lack of support and guidance; the value of teaching development in higher education; and the 
opposition from colleagues. The theme on opposition from colleagues will be discussed under 
Section 4.3.3. 
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I. Time to develop and maintain a teaching portfolio 
Although time was identified as a factor that inhibits the academics from engaging with 
the teaching portfolio development process, this theme was identified as a factor that poses a 
challenge for the participants in the process of their engagement with teaching portfolio 
development. Time is, therefore, seen as a challenge to the effective implementation of teaching 
portfolios in a higher education context. Some of the participants said:  
“[Y]es, time definitely, workload definitely…those are obvious to me” [Nito]. 
II. Unfamiliarity and uncertainty with regard to teaching portfolios 
Teaching portfolios are considered a new phenomenon in the life-span of higher 
education, compared to research. The participant commented that: 
“[T]he other problem I found is, coming from the…how to find my voice…staff kept on 
saying use your voice when you are writing your teaching portfolio and I tend to know how 
to write from third person” [Ronny]. 
The uncertainty, which is seen as a challenge in the development of a teaching portfolio, 
may be caused by the unfamiliarity of the teaching portfolio.  The comments of the participants 
were:   
“The first time that you do it uncertainty is one of the major constraints, after that you 
were always doubt yourself, do you do the right thing so we will always be that element of 
certainty, but I think the first one is a really major constraints” [Lien].  
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III. Lack of support and guidance  
The lack of support received from their departments has been mentioned as another 
challenge they face in the development of portfolios. This sub-category was linked to the 
unfamiliarity of the academics with the concept of a teaching portfolio, discussed in the previous 
section. The participants asserted that this lack of support was discouraging academics to develop 
teaching portfolios and it also leads to a feeling of being isolated in their journey of developing 
their teaching practice. The comment below illustrates this sentiment:  
“Usually you are alone in doing it and to some extent that is a challenge. It would have 
been nice to work with somebody and discuss it” [Lien]. 
“[O]ne thing needs to change from top management, the policy about promotion, why does 
it only have to be … teaching and learning is often neglected in the detriment of our 
students and I don’t think that is fair” [Mic] 
IV. The value of teaching development in higher education  
Although identified as an inhibitor, the value of teaching development in higher education 
was reported as a challenge in the process of teaching portfolio development.  Those participants 
who actually have prior experience in the development of a portfolio reflect on the usefulness (or 
not) of spending large amounts of time on the development of the portfolio. The conclusion they 
came to was that although some of the participants valued the experience of developing a 
portfolio, as evident in the statement of a participant (“It is worthwhile to keep it and always 
refer back to” [Bee]) they felt that the teaching development is not valued in the institution. 
Some of them said: 
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“Certainly within my department … there’s no commitment to improving your teaching, they 
don’t really see the value of doing something like teaching portfolio” [Mic]. 
4.3.2 Use of teaching portfolios  
The second main theme that illustrated the conceptions of academics concerning teaching 
portfolios focused on achieving a better understanding of the uses of teaching portfolios. In order 
to establish the conceptions of academics regarding how teaching portfolios are used in higher 
education, nine statements related to the use of teaching portfolios were included in Section C of 
the questionnaire. The perceptions of academics concerning the use of teaching portfolios were 
reported from a personal or institutional perspective.  
The results from the data revealed that academics perceived portfolios as documents used 
by individual academics for the following personal uses: professional development (82.3%); to 
stimulate reflection on their teaching effectiveness (80%); to take ownership of the identification 
and achievement of their teaching and learning goals (68.9%), and professional development 
needs (68.9%); and lastly, to collaborate with colleagues to improve their teaching (60%) (Table 
4.18). The academics, in general, did not perceive the teaching portfolio as a document that 
should be used by academics to showcase their ‘good’ teaching and achievements, with 68.8% of 
the responses being either neutral or against such a use of a portfolio.  
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Table 4.18: The perception of academics concerning the personal dimension of teaching portfolio 
uses 
Statement 
 
A 
   %       
N 
% 
D 
% 
3.3 A teaching portfolio is a document that can be used by 
academics for their own professional development. 
82.3 4.4 13.3 
3.5 The development of a teaching portfolio stimulates reflection 
on the effectiveness of one’s teaching. 
80.0 4.4 15.5 
3.7 Teaching portfolio development enables academics to accept 
responsibility in identifying and achieving their teaching and 
learning goals.  
68.9 13.3 17.8 
3.8 Teaching portfolio development enables academics to accept 
responsibility in identifying and achieving their teaching and 
learning professional development needs. 
68.9 11.1 20.0 
3.4 A teaching portfolio is used to encourage collaboration 
amongst colleagues in discussing strategies to improve teaching 
practice. 
60 15.6 24.4 
3.1 A teaching portfolio is a document used by academics to boast 
about their good teaching and their achievements. 
31.1 22.2 46.6 
From the perspective of the use of teaching portfolios by the institution as an assessment 
tool for the teaching of academics, the data reveals that more than half of the participants 
(62.2%) perceive teaching portfolios as a tool to monitor one’s progress through performance. 
Fifty-five percent of the participants agreed that a teaching portfolio is a document used by 
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management to make judgements about the teaching of academics and 53.5% were in agreement 
that teaching portfolios are used to realise the improvement of the higher education teaching 
profession in general.  
Table 4.19: The results concerning the conceptions by academics about the use of teaching 
portfolios by the institution 
Statement A N D 
3.9 A teaching portfolio is a tool to monitor one’s progress through 
performance. 
62.2 20.0 17.8 
3.2 A teaching portfolio is a document used by management as a 
tool to make judgements about the teaching of academics. 
55.6 17.8 26.7 
3.6 Teaching portfolios are used to realise improvements in the 
teaching profession in general. 
53.5 22.2 24.4 
The qualitative results seemed not to differ that much from the quantitative results. The 
qualitative results showed that the participants who had developed a teaching portfolio before 
participating in the study perceived portfolios as documents that have the potential to develop 
them both personally and professionally. They added that, through their engagement with the 
development of portfolios, they get the opportunity to reflect on their teaching because 
sometimes they are not sure whether they are doing the right thing or not. They can collaborate 
with their colleagues, to realize improvement in their teaching, and the portfolio development 
assists them in the assessment processes. When responding to the use of their portfolios some of 
them said:  
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“[L]ooking for a benchmark like a standards of how, sometimes you don’t know whether 
you are doing something right or wrong, and then you need that to…to fill in those gaps…to 
learn more” [Sipho]. 
4.3.3 Attitudes towards the development of teaching portfolios  
The third main theme of the teaching portfolio development process was the attitudes of 
academics. Section D of the questionnaire required the participants to indicate their responses to 
statements related to their attitudes towards teaching portfolios in higher education. The 
participants were once more asked to rank their level of agreement with the statements given 
about teaching portfolios on a five-point scale ranging from ‘strongly agree’ to ‘strongly 
disagree’. The statements were reported in 3 sub-categories. The first set of statements consists 
of ‘I would develop a portfolio if …’ statements that investigated the various barriers perceived 
by academics to their engagement with the development of teaching portfolios (Table 4.20). The 
agreement by the academics with these statements was organized ranging from those barriers 
they most strongly agreed with to those they least strongly agreed with.  
Table 4.20: The attitude of academics towards the portfolio development 
Statement A 
% 
N 
% 
D 
% 
4.7 I would develop a teaching portfolio if I could be sure that it 
will improve the results of my students. 
66.6 22.2 11.1 
4.1 I would develop a teaching portfolio if I could be granted 
time to do so. 
62.2 22.2 15.6 
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4.2 I would develop a teaching portfolio if I could be shown how 
to do so. 
60 22.2 17.8 
4.6 I would develop a teaching portfolio if I could be convinced 
that it will improve my teaching practice. 
57.8 22.2 20 
4.4 I would develop a teaching portfolio if I could have a mentor 
to guide me through the development process. 
53.3 22.2 24.4 
4.8 I would develop a teaching portfolio if I were still a junior 
lecturer, in order to improve my teaching. 
51.1 31.1 17.7 
4.5 I would develop a teaching portfolio if I could be rewarded 
for developing it. 
44.4 17.8 37.8 
The second set of statements focused on the attitudes of the participants towards the value 
of a teaching portfolio and can be seen in Table 4.21. The statements were reported ranging from 
those aspects of a teaching portfolio that were perceived as most valuable to the participants, to 
those aspects perceived as least valuable.   
Table 4.21: The attitudes of academics towards the value of teaching portfolios 
Statement A 
% 
N 
% 
D 
% 
4.10 A teaching portfolio has value in teaching. 77.8 13.3 8.9 
4.16 A teaching portfolio supports authentic reflection. 71.7 8.9 20.0 
4.12 Teaching portfolio development has the potential to 
influence positively the quality of teaching and learning within 
higher education. 
71.1 15.6 13.3 
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4.9 By introducing teaching portfolios, the quality of teaching 
might improve in the entire institution. 
60 17.8 22.2 
The third set of statements focused on the’ personal feelings of academics towards the 
portfolios (Table 4.22). Seventy-three percent of participants disagreed that developing a 
teaching portfolio gives them feelings of self-doubt and nine percent agreed. Fifty-five percent 
accepted that developing a teaching portfolio gives them a feeling of accomplishment as true and 
twenty-four percent disagreed. The same percentage of participants (40%) agreed and disagreed 
that teaching portfolio development increases competition and rivalry among colleagues with 
20% being neutral.  Sixty-four percent of participants oppose the opinion that they will not 
develop a teaching portfolio because it is not in their job description and sixteen percent agreed. 
Sixty-two percent agreed that they would develop a teaching portfolio if they could be granted 
time to do so and twenty-two percent were neutral. Fifty-three percent were of the opinion that 
they would develop a teaching portfolio if they could have a mentor to guide the development 
process. Additionally, forty-four percent agreed that they would develop a teaching portfolio if 
they could be rewarded for developing it and thirty-eight percent disagreed. 
Table 4.22: The feelings of academics towards the teaching portfolio 
Statement A 
% 
N 
% 
D 
% 
    
4.11 A teaching portfolio is a document in which I can justify 
my teaching efforts. 
62.2 22.2 15.5 
4.3 Developing a teaching portfolio gives me a feeling of self- 8.9 17.8 73.3 
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doubt. 
4.15 Developing a teaching portfolio gives me a feeling of 
accomplishment. 
55.5 20.0 24.5 
4.17 I feel that I should not have to develop a teaching portfolio 
to provide ‘proof’ that I am doing my job properly.  
46.6 26.7 26.7 
    
4.13 Using a teaching portfolio offers opportunities for 
academics to work collaboratively. 
30.7 15.6 37.8 
4.14 Teaching portfolio development increases competition and 
rivalry among colleagues. 
40 20.0 40 
The qualitative results concerning the attitudes of academics towards the teaching 
portfolio development process revealed that the participants were mostly developing their 
teaching portfolios for personal and professional development purposes. The participants who 
‘voluntarily’ developed teaching portfolios did so because they believed that teaching portfolios 
can improve their teaching practice.  On the other hand, some participants indicated that they 
developed their portfolios because they had to (for assessment purposes). They stated that 
although they were mandated to develop teaching portfolios they didn’t regret developing 
teaching portfolios because they saw the value of having a teaching portfolio. Some of them 
stated that:  
“Made me realise the importance of adapting my teaching strategy” [Survey participant].  
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“[F]rom a personal professional point of view a teaching portfolio is necessary because you 
can’t, if you aren’t reflecting on what you’ve done … you can’t make the decisions on how to 
get forward” [Yante]. 
“[F]or me it was learning a bit more about the pedagogy of teaching and learning  … do 
students learn and how they absorb information in different ways” [Laig].  
Furthermore, the results revealed that the perceptions of the participants of the focus 
group regarding the attitudes of the NMMU academics in general towards the process are 
positive and negative, but mostly negative. The participants shared that there is opposition 
from colleagues, which resulted in an experience of frustration and alienation from the 
disciplinary ‘tribe’. Two sub-themes were generated from the results, which are ‘opposition 
from the colleagues’ and ‘results of the negative attitudes’ and are discussed below.   
I. Opposition from colleagues  
Results of the responses by the focus group participants revealed the negative attitudes 
and the negative comments from colleagues on the engagement of academics with the portfolio 
development process. Some of the negative comments by the colleagues were that they do not 
have time to spend on the development of teaching in general, while others do not see the need 
for change in their current practice.  
 No need to develop teaching 
The participant expressed a concern that the majority of the academics at the NMMU are 
not interested in developing their teaching practice and always have negative comments on 
teaching development initiatives. Some of the participants said:   
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“I come from the Scholarship of Teaching and Learning sessions and then you sit with all 
your colleagues…and you talk about it and their response is…Who needs that? We know 
how to teach; we don’t have to go there.” [Rich].  
 Resistance to change 
The resistance to change was identified by the participants as the attitude of the 
academics towards the development of teaching portfolios. Negativity against teaching 
development leads to academics being stagnant in their comfort zone. Some of the 
participants stated that:   
 “[T]here’s a lot of resistance in my department against this [teaching development] 
[Ronny]. 
II. Results of negative attitudes 
The participants stated that the negative attitudes of their colleagues towards teaching 
portfolio development affected their participation in the portfolio development process. They 
mentioned that they feel frustrated and feel isolated. Two sub-categories were depicted from this 
set of results namely that they, ‘experience feelings of frustration’ and ‘alienation from the 
disciplinary ‘tribe’.  
 Experience feelings of frustration  
The results revealed that the negativity of the colleagues of the participants against 
teaching practice development led to feelings of frustration. These feelings of frustration 
were illustrated by participants during the focus group interviews. Some of them alleged:  
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 “Sorry … this is for me incredibly frustrating” [Mic].  
 Alienation from the disciplinary ‘tribe’ 
The results showed that the participants expressed feelings of alienation from their 
colleagues if they participate in teaching development activities, as is evident from their 
comments on the negative attitudes of fellow colleagues towards the development of teaching 
and the development of a teaching portfolio: 
 “Constantly you are being shamed for going there. So basically you are an outcast the 
moment you step out of that box of being a scientist doing that stuff [attending workshops 
and courses on improving teaching]” [Rich].  
4.3.4 Benefits emanating from developing a portfolio 
The fourth main theme of the teaching portfolio development process was the benefits 
deriving from developing a portfolio. The data revealed that engaging in the development of a 
portfolio held a number of benefits for both the academics themselves and for the institution. On 
a personal level the development of portfolios was seen to promote the development and use of 
specific skills; it leads to a sense of accomplishment; and to the promotion of reflection. The 
benefits on an institutional level are: the development of and growth in professional knowledge; 
the provision of an opportunity to formalise higher education teaching; and the enabling of the 
establishment of a community of practice. Some sub-themes were generated from the results, 
namely: the development of a portfolio promotes the enhancement and use of specific skills; it 
leads to a sense of accomplishment; to the development of and growth in professional 
knowledge; it provides an opportunity to formalise higher education teaching; it promotes 
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reflection; it enables the establishment of a community of practice; and it enables the 
development of a living document.  
I. The development of a portfolio leads to a sense of accomplishment  
The responses from the qualitative data revealed a sense of accomplishment as one 
of the benefits of completing a teaching portfolio. The portfolio made the participants 
realise that they had contributed more to the functioning of their departments than they had 
originally thought. This sentiment is illustrated by some of the comments of the 
participants:  
“Once you have completed it you also have a sense of accomplishment” [Yante]. 
II. The development of a portfolio promotes the advancement and use of a set of 
specific skills  
It is evident from the data that the process of developing a portfolio required a specific 
set of skills from the academics. The skills identified from both the survey respondents and 
from the focus group participants included: reflection; self-evaluation; critical analysis; 
planning and metacognitive skills, as evident from the statement: 
“It forces one to think about your teaching philosophy, methods and techniques and reflect 
on your strengths and weaknesses” [Survey participant].  
“[A] a teaching portfolio is necessary because you can’t, if you aren’t reflecting on what you’ve 
done you can’t decide or you can’t make the decisions on how to get forward”[Yante]. 
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III. Development of and growth in professional knowledge  
An analysis of both the qualitative data generated by means of the online survey and the 
focus group interviews revealed that one of the most prominent benefits of the development of a 
teaching portfolio is the resultant growth in the professional knowledge of the academics. Some 
of the participants said:  
“[I]t forces you to get the feedback that you need and it also encourages you to … attend a 
course…So, I think it highlighted areas where I need to improve and then obviously encourages 
you to put into your planning…and make it a priority for you to your growth as academic as 
well” [Laig]. 
IV. Promotion of reflection  
Data collected expressed that the participants perceived teaching portfolios as 
encouraging them to reflect on their teaching practice with the aim of improving said teaching 
practice. Some of the participants claim that one of the benefits of putting together teaching 
portfolios was self-reflection because they got the chance to reflect on what they did in the past 
and on what they plan to do in the future. One of the participants said about this: 
“For me it was actually that I had to formalize all my thought that I have to put into my 
lectures I should put them down on paper then reflect on them … then I actually realize 
what you can do even better and what you can do more” [Rina]. 
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V. The development of a teaching portfolio allows for opportunities to integrate 
teaching and research  
The results showed that the participants believed that the development of teaching 
portfolio allows for opportunities to integrate teaching and research. They stated that the 
portfolio development enables academics to reflect on their teaching, keep evidence of their 
reflection and allows them to do research from the evidence of their teaching that will be 
preserved in a portfolio.   
“[M]ake people realize that you can’t be good researcher without also being a good 
teacher  vice versa …you are just a teacher that doesn’t do bit of active research you do not keep 
track of latest development you will stagnant and you will be behind” [Rich].  
VI. Portfolio development enables the establishment of a community of practice  
Participants mentioned that through teaching portfolio development they get feedback, 
both from their students and from their peers, which is beneficial to improving their teaching. 
They mentioned that the feedback improves their teaching because they reflect on the 
constructive feedback given by their students and by their peers. They believe that the 
constructive feedback from their peers helps them to learn other methods of teaching as 
suggested by the peers.   
“[O]ur department, a group of us actually got started piling our portfolios and started 
updating together so we can actually compare and contrast and share ideas so you can see 
oh no, it looks like you are short here you are struggling over here how can you help you” 
[Nito]. 
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VII. The development of a living document  
The focus group participants’ perceived teaching portfolio as a living document as 
illustrated by the following comments from the focus group participants:  
“You make it a living document” [Sana]. 
4.4 CHAPTER SUMMARY  
This chapter provided both the quantitative data generated by the Likert-scale questions 
in the questionnaire and the qualitative data generated from both the open-ended questions in the 
questionnaire and the focus group interviews. The data was integrated when analysed and the 
conceptual framework suggested in Chapter one was amended to incorporate the themes and sub-
themes that emerged during the analysis of the data. Four broad themes were identified to 
understand the conceptions of the academics concerning teaching portfolios at the NMMU. The 
four broad themes were: the teaching portfolio development process; uses of teaching portfolios; 
attitudes towards teaching portfolios; and benefits of teaching portfolios. The four broad themes 
were discussed with their sub-themes.  
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CHAPTER FIVE 
DISCUSSION OF FINDINGS AND CONCLUSION 
 
5.1 INTRODUCTION 
A case study with the NMMU as boundary (Baxter & Jack, 2008) and the development of 
teaching portfolios by academics as the case under investigation (Cohen, Manion & Morrison, 
2007) was conducted to answer the research questions set in Chapter 1. An explanatory 
sequential mixed-methods case study research design consisting of two data collection phases 
that followed each other sequentially was employed with the aim of developing a deeper 
understanding of the conceptions held by NMMU academics concerning the nature and purpose 
of teaching portfolios in a higher education context.  
The aim of this chapter is to discuss the results (presented in Chapter 4) of the case study 
(described in Chapter 3). The findings will be presented in a narrative format according to the 
themes that emerged from the data and identified in Chapter 4. The discussion of the findings 
will be supplemented with a list of recommendations to the NMMU as institution with the aim of 
assisting the NMMU in the successful implementation of teaching portfolios. This is followed by 
a discussion on the limitations of the study and recommendations for further research.  
As mentioned in the introduction, the purpose of this research study was to determine the 
conceptions held by NMMU academics concerning the nature and purpose of teaching portfolios 
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in higher education. Given that conceptions are “systems of explanation” that explain experience 
(White, 1994, p. 118) and contain beliefs, meanings, preferences and attitudes (Thompson, 
1992), three aspects of the  conceptions of academics concerning the nature of teaching 
portfolios were initially identified as being of importance in this study. The three aspects of the 
conceptions of academics regarding the nature of teaching portfolios: their perceptions of the 
content of a portfolio; their perceptions regarding the use of portfolios and their attitudes towards 
portfolios, formed the initial conceptual framework for the study (see Chapter 1). The 
preliminary conceptual framework resulted in the formulation of the following research question:  
What are the conceptions of academics at the NMMU concerning the nature 
and purpose of teaching portfolios in higher education?  
The mixed data obtained from the online survey and two focus group interviews provided 
evidence in answering the following sub-questions developed from the main research question.  
 What are the perceptions of academics at the NMMU regarding the content of teaching 
portfolios in higher education? 
 What are the perceptions of the NMMU academics regarding the use of teaching 
portfolios in the higher education context? 
 What are the attitudes of the NMMU academics towards the development of teaching 
portfolios in higher education? 
 What are the conceptions of academics having had prior experience in the development of 
teaching portfolios concerning the factors that enhanced and challenged the portfolio 
development process?  
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 Based on the responses to the above questions, what guidelines can be given to the 
institution regarding the successful implementation of teaching portfolios?  
As explained earlier, a sequential explanatory mixed-methods case study was undertaken 
to fulfil the purpose of the study. The analysis of the data led to the amendment of the initial 
conceptual framework discussed in Chapter 1, to include four main themes, which will be 
discussed in the sections to come.  
5.2 THEMES THAT EMERGED FROM THE DATA   
Four main themes emerged during the analyses of the results of the study, namely the 
conceptions of academics regarding the portfolio development process; the uses of and purposes 
for developing teaching portfolios; the attitudes of academics towards teaching portfolios; and 
the benefits gained from the development of teaching portfolios. The sub-themes and categories 
of each theme are depicted in Figure 4.1 and discussed in the sections to follow.  
5.2.1 Theme 1: The portfolio development process 
The first theme that emerged from the data focused on the actual process of developing a 
portfolio. Under the main theme four sub-themes were identified. Each of these sub-themes will 
be discussed in the sections to follow.  
5.2.1.1 Sub-theme 1: Perceptions regarding the content of teaching portfolios 
The perceptions of the NMMU academics concerning the content of teaching portfolios 
seemed to be in line with what is suggested in literature (see Neades, 2003; Heinrich 2008; 
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Weshah, 2010). There appears to be consensus amongst academics, in general, on the broad 
categories of items that a teaching portfolio should contain. Findings from the study revealed that 
the NMMU academics, in general, expect a teaching portfolio to include artefacts that will help 
them in the development of their teaching. For example, the majority of the academics (84%) 
agreed, in answering the questionnaire that their goals and plans for the future improvement of 
their teaching should be included in a teaching portfolio, together with materials contributed by 
others (their colleagues and students). These perceptions are in line with ideas suggested in 
literature with regard to the content of teaching portfolios (Babin et al., 2002; Rodriguez-Farrar, 
2006; Ouellett, 2007) discussed in Section 2.4.1.  
5.2.1.2 Sub-theme 2: Enablers of the portfolio development process 
Enablers in this study are taken to be the aspects that support or increase the engagement 
of the academics with the teaching portfolio process. Findings from the focus group interviews 
revealed the support from the department (by their HODs and colleagues) and the support from 
the institution (at the CTLM) as enablers of the teaching portfolio development process at the 
NMMU. As one participant commented: “After the SoTL course that cleared up that uncertainty 
… we didn’t have any queries” [Mic]. These findings are in line with the literature that the 
learning environment in which portfolios are used is one of the factors that influence the 
successful introduction of teaching portfolio (Van Tartwijk et al., 2007).  
Although the findings from the focus group interviews revealed that there is support from 
the departments and the institution on the development of teaching portfolios, some participants 
complained about the lack of support from their departments. Said lack of support from the 
departments may be influenced by the fact that there are departments that do not require the 
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development of teaching portfolio. The results from the questionnaire showed that about 62% of 
the participants responded that their departments do not require the development of teaching 
portfolios (see Table 4.2), and approximately 77% of the participants responded that no 
guidelines are provided for developing teaching portfolios as shown in Table 4.3.  
On the other hand, the findings of the study revealed that the initiatives offered at the 
NMMU for the development of the teaching portfolio are not fully utilized. As so aptly stated by 
one of the participants: “The biggest challenge is actually getting academics to accept the offers 
for support and assistance” [Rich]. 
5.2.1.3 Sub-theme 3: Factors inhibiting the development of teaching portfolios 
Inhibitors in this study were understood as factors that will prevent the academics from 
participating in the development of teaching portfolios. The factors identified in the findings are 
time and workload; and the fact that research takes precedence over teaching.  
 Time and workload 
The lack of time is perceived as an important factor that inhibits the academics from 
engaging in the development of a teaching portfolio. The data revealed that academics who do 
not engage in the development of a portfolio may do so not because they are against the 
development of a portfolio per se, but because they do not have the time to develop one. One 
participant explained it as follows:  
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“I like the idea but most definitely do not have the time! With all the teaching preparation, 
research expectations and extra admin in the department, I don't know when I would ever have 
the time to do so” [Survey participant]. 
 Research taking precedence over teaching 
Linked to the lack of time is the perception that research takes precedence over teaching 
in higher education. It has been reported that some of the departments seem to value research 
more than teaching, which prevents academics from engaging in the development of a teaching 
portfolio. Academics revealed that they, following the preference of their departments, chose to 
use the available time they have on doing research rather than on developing a teaching portfolio. 
These results confirm the ideas reported in literature around the successful implementation of 
teaching portfolio development. Dysthe and Engelsen (2011) mentioned that departments play a 
major role in the implementation of teaching portfolio development because it is at this interface 
where the decisions are made about engagement either in developing research or teaching, and 
top-down influences may be strong. The above dilemma is aptly described by three of the 
participants:  
“I will concentrate on research because that’s where I’m [going to] get something. Even if I 
apply for promotion, they [are going to] look at how many papers do you have. Then obviously 
I’m [going to] push that aside and focus on research” [Bee]. 
“I know that in some of our departments in a way, teaching is frowned upon. They ask: What are 
you here for? You are here to do research. The university requires research output otherwise we 
do not get funding” [Ronny]. 
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“[O]ne thing needs to change from top management - the policy about promotion. Why 
does it only have to be research? Teaching and learning is often neglected to the detriment 
of our students and I don’t think that is fair” [Mic]. 
5.2.1.4 Sub-theme 4: Challenges to the effective implementation of teaching portfolios 
The analysis of the data revealed a number of challenges faced by the academics in their 
engagement with teaching portfolio. These challenges include the time investment needed to 
develop and maintain a teaching portfolio; the unfamiliarity of academics with the various 
aspects surrounding the development of teaching portfolios; the lack of support and guidance; the 
value of teaching development in higher education; and the opposition from colleagues. 
 Time investment needed to develop and maintain a teaching portfolio 
Time was identified as an inhibitor for the participants who do not engage in the process 
of portfolio development, and as a challenge to the participants who developed a teaching 
portfolio before their participation in the study. They all mentioned the issue of time, but their 
reasons for seeing time as an issue in the development of teaching portfolios are different. Some 
complained that the difficulty they are faced with, in terms of writing up a portfolio, because of 
the terminology used in teaching portfolios, with which they are unfamiliar, makes the task take 
longer than expected. The issue of the time it takes to collect evidence to include in their teaching 
portfolio was also raised. Some of the comments of the participants were:  
“It takes a longer than one thinks. It always seems to be never completed – which I 
suppose is the nature of the beast – it should always be a work in progress” [Survey 
participant]  
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“It was a massive job for me, for me to formalize something like a teaching portfolio was like 
this huge big mountain…. your first portfolio you do is a massive task but after that it’s just 
adding to it” [Carrey]. 
The issues raised by the participants correspond with literature documenting that teaching 
portfolios are not easy to write and that the task takes significant time and energy, linked to the 
fact that it represents genres of work that are unfamiliar for many academics, as referred to in the 
next section (Buckridge, 2008). 
 Unfamiliarity with teaching portfolios 
According to the findings, academics are unfamiliar with various aspects concerning 
teaching portfolios. The participants, particularly those from disciplines other than education, 
identified unfamiliarity with genre of the teaching portfolio. This leads to a feeling of uncertainty 
around the design of a teaching portfolio. The absence of ample examples and role models to 
support and guide the academics venturing into the waters of developing a teaching portfolio, 
poses a challenge, as illustrated by the comment from a focus group participant: “Sad to say – in 
our department [teaching portfolios] is like a foreign thing” [Sana].  
Other comments from the participants about the unfamiliarity with teaching portfolios as a 
challenge were:  
“Coming from Science, my biggest challenge is the writing style and the new terminology that I 
had to learn. If you do not know what pedagogy is, then you’re lost - you don’t know what you 
are going to write and think about. I had to read all these terms first” [Bee]. 
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“[T]he uncertainty of not knowing what should be in it and shouldn’t be, how short it 
should be, how to start it, just starting it is always the toughest thing, so uncertainty…at 
the beginning uncertainty is a big thing” [Nito].  
These findings are not new, and have been reported by Tisani (2008) in her study of the 
development of portfolios in the South African context. In her study she found that many of the 
respondents attributed their unfamiliarity with the use of portfolios as the main barrier to their 
development of a teaching portfolio  
 Lack of support and guidance 
A further challenge revealed by the data is the lack of support from management 
with regard to the development of their teaching portfolios. Although the findings revealed 
that the NMMU faced challenges in their engagement with the teaching portfolio 
development, there were contradictory views regarding the issue of the lack of support 
from their departments. Some participants mentioned that their Heads of Departments 
encouraged them to participate in the teaching portfolio development process and 
constantly reminded them that they would need a portfolio for their applications for 
promotion.   
 The value of teaching development in higher education 
The findings reported that the value of teaching influences the teaching portfolio 
development process at the NMMU. The value of teaching was viewed as an inhibitor for some 
academics to engage in the development of portfolios, but it was also identified as a challenge to 
those who actually did engage in the development of a portfolio. It became clear that if teaching 
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is not taken seriously within the department, portfolios will not be maintained and new 
academics would not engage in the process in future. One participant said:  
“In my department - I’ve been here for many years and I haven’t been hearing anything from the 
teaching and learning committee” [Neo].  
Although the value of teaching development in higher education was found to be a 
challenge at the NMMU, some findings revealed that there are departments that view teaching, 
research and engagement to be equally important and therefore encourage the academics to 
develop their portfolios: 
“[I]n our faculty [the development of a] teaching portfolio is encouraged. My HOD, when you 
[CTLM] offer that course, she sends out a reminder and then she still says: “remember that you 
gonna need this for promotion purposes”. So it seems to be in our faculty it’s quite encouraged” 
[Yante]. 
5.2.2 Theme 2: Use of teaching portfolios 
The content of a portfolio is influenced by the purpose for which the portfolio is 
developed (Berrill & Addison, 2010). It is, therefore, important to view the purposes of 
academics for developing their teaching portfolios. The findings revealed that NMMU academics 
develop their portfolios for both summative (for promotion and merit awards) and formative 
purposes (personal and professional growth) (Baume & Yorke, 2002; Klenowski et al., 2006; 
Oermann, 1999). This is in line with studies undertaken in other contexts (see e.g. Smith & 
Tillema, 2001). It is also not surprising to find that the academic departments require from their 
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staff that they should develop teaching portfolios for summative (promotion and award) purposes 
(see Table 4.6).  
The above findings reveal an alignment between the conceptions of participants regarding 
the content and the purposes for which they develop their portfolios, as NMMU academics 
perceived their teaching portfolios as assisting them in their own professional growth; 
stimulating reflection on the effectiveness and enhancement of their teaching and supporting 
reflection. These findings are aligned with the literature that reports that teaching portfolios 
enable academics to reflect on their own professional development (Kabeta et al., 2013); engage 
them in critical reflection and inquiry about their knowledge and ability, specifically with regard 
to teaching, while serving to document their growth in teaching over time (Wray, 2008). 
Teaching portfolios were perceived by the participants as having the potential to 
influence the quality of teaching and learning positively within higher education. Academics also 
perceived teaching portfolios as encouraging collaboration among colleagues in discussing 
strategies to improve teaching practice. Some of the participants mentioned that the collaboration 
among peers was the most helpful factor when they developed their teaching portfolios. One of 
the participants is quoted:  
“In the 26 years of teaching I learned that best way of improving our teaching is to discuss 
teaching methods critically with colleagues who has teaching at heart … to improve my method 
of transferring knowledge and helping students to grasp a concept” [Survey participant]. 
The discussion between academics and colleagues implies that the academics, through the 
development of a teaching portfolio, may become confident about their teaching practice by 
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gaining a better insight into what is expected of them as professionals (Tigelaar, et. al., 2005; 
Weshah, 2010). 
Other perceptions of academics regarding teaching portfolios were that they enabled them 
to own the responsibility of identifying and reaching their teaching and learning goals,, and 
monitoring their progress through performance. The findings revealed that the academics 
believed that teaching portfolios offered opportunities for academics to work collaboratively in 
their quest to develop their teaching practice by giving each other feedback on their teaching. 
These finding were different from the assumption brought by the researcher to the study that the 
NMMU academics view teaching portfolios as documents that are used by academics to boast 
about their good teaching and achievements.  
The findings further revealed that NMMU academics developed three types of portfolios: 
reflective portfolios, used to apply for promotion and teaching excellence awards (Smith & 
Tillema, 2003); personal development portfolios, used to engage themselves in personal and 
professional growth (Smith & Tillema, 2003; Chorrojprasert, 2005); and learning portfolios, used 
in the process of thinking about their professional identity and classroom practice (Wray, 2008).  
5.2.3 Theme 3: Attitudes towards the development of teaching portfolios 
The third main theme identified in the analysis of the data was the attitudes of academics 
towards teaching portfolios. The findings of the study revealed that NMMU academics have 
diverse (positive and negative) attitudes towards teaching portfolios with a large component of 
academics who exhibit a mostly negative attitude. The negative attitudes mostly came from 
colleagues who did not develop a portfolio, but judged their colleagues who did develop one. 
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This negativity resulted in experiences of frustration and alienation from the disciplinary ‘tribe’ 
by the academics who had developed a portfolio prior to the study.  
5.2.3.1 Sub-theme 1: Opposition from colleagues 
Findings revealed that some academics displayed negative attitudes towards the portfolio 
development by commenting negatively to the colleagues that engaged in the process of teaching 
development and by uttering negative statements about teaching portfolios, for example they 
would comment that teaching portfolios can be forged and become a merely technical exercise, 
and stating that a teaching portfolio can let a person stagnate. One of the participants commented:  
“[A] teaching portfolio can let a person stagnate because you put so much effort in developing it 
and then it feels as if you have the `blueprint`, but students change because the times change and 
therefore their needs change and a lecturer needs to be aware of that all the time” [Survey 
participant].  
 No need to develop teaching 
The academics who chose not to develop a portfolio frequently offered the excuse that 
they do not see a need for them to develop their teaching practice and, consequently, to develop a 
teaching portfolio. This attitude is aptly stated by one of the focus group participants:   
“Certainly within my department…there’s no commitment to improving your teaching. They 
don’t really see the value of doing something like teaching portfolio and…we don’t have time to 
attend workshops” [Mic]. 
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 Resistance to change 
Findings revealed that some academics displayed negative attitudes towards the portfolio 
development by being resistant to change. When the participants were giving their input on this 
issue one participant shared that:  
“The attitude is very much hostile … things has been in use continuously for the past, I 
guess, thirty years …. and if you try doing something about it you are looked upon … why 
do you wanna change stuff? This attitude records down to the teaching portfolio as well” 
[Rich].  
5.2.3.2 Sub-theme 2: Results of negative attitudes 
The negativity of colleagues against teaching portfolio development resulted in 
frustrating those who have positive attitudes towards the teaching portfolios. The academics 
engaging in the portfolio development process feel alienated from their disciplinary ‘tribe’ 
because of the negative attitudes held by their counterparts. 
 Experiencing feelings of frustration 
According to the findings of the study, the participants who are engaged in the teaching 
development process experience feelings of frustration because of the negative attitudes of 
colleagues towards the development of portfolios within their departments. One participant said:    
“This attitude records down to the teaching portfolio as well and it’s extremely frustrating 
to sometimes … just scream and shout” [Rich].  
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 Alienation from the disciplinary ‘tribe’ 
The negativity in their departments made the academics who participate in the portfolio 
development process feel like outcasts within their department. One participant is quoted as 
saying:   
“You can be as inspired as you like, but they actually start breaking your spirit when day 
after day you are the only one talking one way and everybody else is telling you that you 
are wasting your time” [Ronny].  
Contrary to the academics who have negative attitudes towards teaching portfolios there 
are other academics who had never developed a teaching portfolio before, but have positive 
attitudes towards teaching portfolios. Some of the academics, as revealed by the findings, do not 
develop teaching portfolios because of various other reasons like time constraints, as indicated in 
the discussion earlier. It was revealed earlier that the institution or departments have the potential 
to enable or prevent the academics from developing teaching portfolios. Nevertheless, there are 
academics at the NMMU who feel frustrated in their departments because of the opposition and 
‘alienation’ from their fields, but who still develops their teaching portfolios because they believe 
that the portfolio is useful to the development of their teaching. One participant said:  
“[W]ithin my department … it’s a very different situation I find with my colleagues … I’m sorry 
you can take  … three hours out of your day if you really want to, but they … not doing it… 
almost like they look at you and they go … you don’t have enough to do, we don’t have time to 
attend workshops. No, I’ll make the time for it” [Mic]. 
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Even those academics who were mandated to develop teaching portfolios revealed that 
their attitudes towards teaching portfolios changed after completing their teaching portfolios 
because said teaching portfolios gave them a sense of accomplishment which was beneficial to 
them. 
“[H]ad I not being forced to do it the first time I don’t know whether I would have one now … 
[now] I feel positive about it … but the first time it was more like the time … so much time to set 
up, so many other things, the deadline you have to meet but once you do it you then see the 
benefits” [Nito]. 
This could, potentially, mean that if the supportive function of teaching portfolios is 
acknowledged, and if guidance is offered in order to develop this function, the attitude towards 
teaching portfolios will be additionally positive. Positive attitudes towards teaching portfolios 
may lead to greater chances of success in teaching portfolio implementation. Likewise, most 
participants agreed that they would develop a teaching portfolio if they could have a mentor to 
guide the development process because they believe that portfolios have benefits in their 
teaching. One participant mentioned that:  
“I haven’t developed my teaching portfolio, but I would like to. I need a mentor to show me” 
[Survey participant] 
5.2.4 Theme 4: Benefits emanating from developing a portfolio 
Seven benefits were identified by the findings of the study. The benefits were that the 
development of teaching portfolios: leads to a sense of accomplishment; promotes the 
advancement and use of a set of specific skills; enhance development of and growth in 
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professional knowledge; promotes reflection; allows for opportunities to integrate teaching and 
research; and enables the establishment of a community of practice. The benefits of the 
development of teaching portfolios identified in the findings of the study corresponded with the 
benefits that the tripartite division of micro-, meso- and macro-levels identified in the literature, 
as discussed in Section 2.6.1 of the study.  
5.2.4.1 Sub-theme 1: The development of a portfolio leads to a sense of accomplishment 
(micro-level) 
The participants shared that they had a sense of accomplishment once they  had 
completed their teaching portfolios. One participant stated that:  
“I realised that I was doing much more than I thought I was, once everything was on 
paper. I was able to put all my work together and realise that I was making a big 
contribution to the Department” [Survey participant]. 
5.2.4.2 Sub-theme 2: The development of a portfolio promotes the advancement and use of 
a set of specific skills (micro-level) 
The skills that emerge as the benefits of developing a teaching portfolio, as identified by 
the findings, are critical reflective skills and metacognitive skills, as evident from the statement: 
“[A] a teaching portfolio is necessary because you can’t, if you aren’t reflecting on what you’ve 
done you can’t decide or you can’t make the decisions on how to get forward”[Yante]. 
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“[I] get the task and I jump and I do it. The portfolio has helped me to stick back a little bit and 
think, now what will be the best to do it … it helped me to think a little bit don’t jump in think 
before you do” [Lien]. 
5.2.4.3 Sub-theme 3: Development of and growth in professional knowledge (meso-level) 
The development and growth in professional knowledge was one of the benefits mostly 
mentioned by the participants. One participant said:  
“[Y]our standpoint on how you present information to your students, how … you deal with large 
classes, what your strategies are for connecting with the students … your strategies for assessing 
students”[Mic].  
“I have learned … that the methods used to teach is equally important as the content [Survey 
participant].  
This benefit is in line with the literature that teaching portfolios support professional 
development by encouraging academics to become more conscious of the theories, assumptions 
and beliefs that guide their teaching practice (Zeichner & Wray, 2001). 
5.2.4.4 Sub-theme 4: Promotion of reflection (micro-level) 
The findings discovered that the participants view self-reflection as one of the benefits of 
putting together teaching portfolios. The participants claimed that developing teaching portfolios 
provided them with the opportunity to reflect on and hence to improve their teaching practice. 
One of the participants claims: 
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“Stagnation is going to be inevitable and a teaching portfolio is crucial just to improving 
and moving forward. If you are not self-reflecting and you are not making a conscious 
effort to improve, you are not growing” [Laig].  
One of the participants expressed a different view that teaching portfolios formalise the 
`reflection` that is needed in good teaching, but that simply developing the portfolio will not 
make you a better teacher. They claim that it is compassion and enthusiasm that makes you a 
better teacher. The participant cited:  
“It formalises the `reflection` that is needed in good teaching, but simply developing the 
portfolio will not make you a better teacher” [Survey participant]. 
Reflection is seen to be beneficial by the literature as well. Cain et al (2005) state 
that the reflection on teaching, (through developing a teaching portfolio), results in the 
improvement of teaching practice, which is the benefit of the academics engagement of 
with the portfolio development process.  
5.2.4.5 Sub-theme 5: The development of a teaching portfolio allows for opportunities to 
integrate teaching and research (meso-level) 
According to the finding of the study, the participants see an opportunity to 
integrate teaching and research through their engagement with the teaching development 
process. This sentiment is cited in the comments of one of the participants:  
“[B]ased on your teaching portfolio, you can start creating research output from that … using 
your example of your difficult class … what is my reflection … that actually becomes research 
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output and in my case, I’m trying desperately to actually create a research paper from my 
teaching portfolio based on my reflections” [Ronny].   
The findings that the development of a teaching portfolio allows for opportunities to 
integrate teaching and research is identified as a benefit of teaching portfolio development 
corresponds with the literature. When academics engage in reflection on existing knowledge 
about teaching and learning generated through research they are practising the scholarship of 
teaching by engaging in the scholarly approach of teaching (Kreber, 2003). Pace (2004) asserts 
that when academics are engaged in scholarly approach they could stay abreast of the major 
issues being discussed in the scholarship in order to increase the learning of their students. 
5.2.4.6 Sub-theme 6: Portfolio development enables the establishment of a community of 
practice (macro-level) 
Some of the participants mentioned that the collaboration among peers was the most 
helpful factor when they developed their teaching portfolios. The discussions between academics 
and colleagues implies that the academics, through teaching portfolio development, may become 
confident about their teaching practice by gaining a better insight into what is expected of them 
as professionals (Tigelaar, et. al., 2005; Weshah, 2010). One of the participants mentioned that: 
“[I]n the 26 years of teaching I learned that best way of improving our teaching is to 
discuss teaching methods critically with colleagues who have teaching at heart to improve 
my method of … helping students to grasp a concept”[Sana]. 
The collaboration amongst academics confirms what the literature says about teaching 
portfolios in that they provide a conversational forum for academics to examine and reflect on 
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their own practice and to build networks and find synergies with other academics in their 
discipline (Penny, & Kinslow, 2006). Through the documentation of teaching portfolios the 
academics can make the knowledge of their engagement with colleagues and students public and 
open to scrutiny, which is the core of the scholarship of teaching (Minott, 2010; Klenowski, 
Askew, & Carnell, 2006; Council on Higher Education, 2003 
5.2.4.7 Sub-theme 7: The development of a living document (micro-level) 
The findings of the study discovered that the participants viewed the longevity of a 
teaching portfolio as one of the benefits of teaching portfolio development.   The portfolio 
was perceived by the participants as an ever-evolving document that seems never to be 
completed – always a work in progress that constantly develops their teaching. This is 
explained by the following comment from a focus group participant:  
“It is like creating a living document … it’s something to add on to because the skeleton is 
there” [Rina]. 
5.3 RECOMMENDATIONS TO THE INSTITUTION CONCERNING THE 
SUCCESSFUL IMPLEMENTATION OF TEACHING PORTFOLIOS  
Based on the findings from the responses to the questions above four recommendations, 
that may serve as guidelines to assist in the successful implementation of teaching portfolios, 
were made for the NMMU.  
Recommendation 1: Raising the importance of teaching to equal status as research  
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From the study it was found that two main factors that were preventing the NMMU 
academics from developing teaching portfolios were time and workload, and that research takes 
precedence over teaching. In raising the importance of teaching to an equal status as research and 
engagement (the core functions of a contemporary university), the resistance from fellow 
academics to engaging in the development of teaching portfolios can be addressed. It is therefore 
recommended that a clear policy and procedure for balancing teaching and research within the 
institution would be useful. 
Recommendation 2: Engage academics in the development of teaching portfolios   
Following the recommendation that teaching should be operationally valued as being 
equal to research and engagement is the recommendation to engage academics in the 
development of a teaching portfolio by addressing the factors that emerged from the study as 
having an impact on the engagement of academics. It is evident from the finding of the study that 
the implementation of teaching portfolio development is successful in the departments where 
there is support from the heads of departments and the academics within that department. This 
means that the institution should ensure that the deans and heads of departments are engaged in 
the discussion regarding the implementation of teaching portfolios in the institution. The 
implementation of teaching portfolio development could be a success if there is a buy-in from 
management to support the academics by trying to balance the status of teaching and research 
within the departments. 
Some of the actions identified in the study that could engage academics in the 
development of teaching portfolios, included: 
 addressing the challenges that academics face when developing teaching portfolios;  
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 ensuring that the enabling factors identified in the study are optimised; 
 addressing the inhibiting factors identified in the study with the aim of removing or 
minimising the impact of these factors on the attitudes of academics towards portfolio 
development;  
 facilitate the teaching portfolio development process; and  
 celebrating the outcomes or benefits of teaching portfolio development.  
Recommendation 3: Creating professional learning spaces for teaching as professional 
practice  
The second recommendation focuses on the establishment of professional learning spaces 
where academics can discuss and interrogate their teaching practice as a professional practice. 
The focus group participants expressed a need for a ‘safe’ space for academics who are willing 
and committed to the improvement of teaching as a professional practice to be able to meet in a 
collegial atmosphere. The presence of such a space would alleviate the frustration, alienation and 
isolation currently experienced by inspired individuals who are confronted by colleagues who do 
not share their enthusiasm for and view of teaching. A possible space for such activities was 
proposed to be the teaching and learning committees located in the various faculties of the 
university [Neo].     
“[I]f we can discuss amongst our colleagues – what do we write, what is this now, 
find information and then discuss that and we all write bits and pieces, you know. 
We have those focus groups, our own focus groups, and then bit by bit even if we 
are not going to apply for an award” [Bee].   
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“In the 26 years of teaching I learned that the best way of improving our teaching 
is to discuss teaching methods critically with colleagues who have teaching at heart 
to improve my method of transferring knowledge and helping students to grasp a 
concept” [Lien]. 
Another strategy proposed by the participants in order to achieve a safe space for 
professional cooperation around the sustained implementation of teaching portfolios is that of the 
group development of portfolios. It is suggested that a group of academics in a department 
should come together on a monthly basis to update their portfolios based on activities and events 
that happened in the past month – offering each other support [Nito]. Addressing the academic 
environment in which teaching portfolios are implemented is in line with the findings of a study 
by Tartwijk et al. (2007) where the environment in which portfolios are implemented was 
identified as a factor that would influence the successful implementation of teaching portfolios 
for professional development. 
Recommendation 4: Balance the voluntary development by academics with the mandatory 
requirements from the institution 
Requiring a teaching portfolio for promotion purposes or the awarding for  excellence 
teaching practice can be interpreted as the institution ‘forcing’ the academics to develop a 
teaching portfolio, instead of the voluntary development of teaching portfolios by academics who 
would like to focus on the development of their teaching practice.  
Although people do not like to be ‘forced’ to participate in activities, it is also a well-
known fact that (as is the case with the development of a teaching portfolio) if you are sometimes 
not forced to do something, you are not going to do it. The institution should, therefore, motivate 
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academics to develop the teaching portfolio for both summative and formative purposes equally. 
Positive motivation was felt to be a more suitable approach to engage academics in the 
development of teaching portfolios [Rina]. 
5.4 LIMITATIONS OF THE STUDY 
There were limitations identified in the study, although a serious effort was made to do a 
well-planned and thorough research study. The limitations that may have caused this study to 
suffer were identified as the following:  
 The most pre-dominant shortcoming of the study was the limitation imposed by the 
small sample size. This study was conducted as a case study of the NMMU with 45 
academics participating in the online survey. Conclusions can therefore not necessarily 
be generalised to other higher education institutions, and a true global picture was not 
possible. However, the results of this investigation may be useful in future planning 
around the implementation of teaching portfolios at the NMMU.  
 It was a challenge to set up the focus group interviews in such a manner that they are 
representative of all the faculties at the NMMU, owing to the busy schedules of the 
academics. More diversity in terms of focus group representation would have enhanced 
the insights gained from the academics who had prior experience in the development of 
teaching portfolios.  
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5.5 RECOMMENDATIONS FOR FURTHER RESEARCH 
As this study was designed as a case study on the conceptions of NMMU academics 
concerning the portfolio development process; the attitudes of the academics towards teaching 
portfolios; the uses of teaching portfolios in higher education; and the benefits gained from the 
development of teaching portfolios, it is recommended that the same study be repeated at other 
higher education institutions in order to gain insight into the conceptions of the higher education 
community in South Africa regarding teaching portfolios.  
Furthermore, investigating the conceptions of institutional leaders on teaching portfolios 
in higher education could contribute to a richer understanding of the phenomenon called teaching 
portfolios in the South African context.   
5.6 CONCLUSION 
The aim of this study was to investigate the conceptions of NMMU academics concerning 
the nature and purpose of teaching portfolios in a higher education context. The investigation 
was undertaken by means of a mixed-method case study research design, generating mixed data 
by means of an online survey sent to all the academic staff at the NMMU, followed by 
generating qualitative data from two focus group interviews with academics who had prior 
experience in the development of teaching portfolios. The data from the focus group were used to 
explain or illuminate the mixed data collected in the survey. The findings of the study led to the 
development of a conceptual framework depicting the conceptions of academics concerning the 
teaching portfolio development process; the perceptions of academics regarding the uses of 
teaching portfolios; the attitudes of academics towards teaching portfolios; and perceived 
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challenges and benefits of developing a teaching portfolio. The study is concluded by the 
formulation of four recommendations to the NMMU concerning the successful implementation 
of teaching portfolios.   
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APPENDIX B: LETTER FROM NMMU GRANTING PERMISSION FOR RESEARCH 
 
 175 
 
APPENDIX C: QUESTIONNAIRE 
Section A: Background information 
This section of the questionnaire refers to background or biographical information. 
Although I am aware of the sensitivity of the questions in this section, the information 
will allow me to compare groups of participants. Once again, kindly be assured that your 
response will remain anonymous. Your cooperation is highly appreciated. 
 
1.1 In which faculty do you teach?  
Arts 1 
Business and Economics Sciences 2 
EBEIT 3 
Education 4 
Law 5 
Health Sciences 6 
Sciences 7 
 
 
1.2 How many years have you been working in Higher Education? 
0 – 5 1 
6 – 20 2 
21+ years 3 
 
1.3 Does your department require the development of a teaching portfolio?  
Yes 1 
No 2 
 
1.4 If your answer for question 4 is yes, please choose the purpose(s) applicable for 
the development of such a portfolio. 
Excellence Development System (EDS) 1 
Professional development 2 
Promotion 3 
Teaching Excellence awards 4 
Other (specify) 5 
 
1.5 Does your department provide teaching portfolio development guidelines? 
Yes 1 
No 2 
 
1.6 Have you developed a teaching portfolio before? 
Yes 1 
No 2 
 
1.7 If you have not developed a teaching portfolio before are you planning to develop 
one in the near future? 
 176 
 
Yes 1 
No 2 
 
1.8 If your answer for 9 is yes, what is the purpose(s) of your planned teaching 
portfolio? 
EDS? 1 
Professional development? 2 
Promotion? 3 
Teaching Excellence awards? 4 
Other (specify)? 5 
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Section B: This section explores your perceptions regarding the content of 
teaching portfolios 
Please indicate your answer using the following 5-point scale where: 
1 = Strongly Agree 
2 = Agree  
3 = Neutral 
4 = Disagree 
5 = Strongly Disagree  
 
What, in your opinion, should be included in a 
teaching portfolio?  
S A A N D S D 
2.1 Your teaching responsibilities. 1 2 3 4 5 
2.2 Your teaching experience.      
2.3 A summary of modules you are currently teaching.  1 2 3 4 5 
2.4 A summary of modules you have taught in the past 
three years. 
1 2 3 4 5 
2.5 A summary of modules you taught more than three 
years ago.  
1 2 3 4 5 
2.6 The number of credit hours for each module. 1 2 3 4 5 
2.7 Your teaching activities outside the classroom. 1 2 3 4 5 
2.8 Your beliefs about how student learning in your field 
takes place. 
1 2 3 4 5 
2.9 Your beliefs about how you as a teacher can best 
facilitate learning of your students. 
1 2 3 4 5 
2.10 A description of how you put into practice your 
beliefs about effective teaching and learning. 
1 2 3 4 5 
2.11 Examples of your good teaching. 1 2 3 4 5 
2.12 Teaching awards you won from your own 
department /university. 
1 2 3 4 5 
2.13 Student evaluations of your teaching and modules. 1 2 3 4 5 
2.14 A summary of the student evaluations of your 
teaching. 
1 2 3 4 5 
2.15 Self-reflection upon the student evaluations 1 2 3 4 5 
2.16 Written feedback about your teaching from 
colleagues who have observed your classes. 
1 2 3 4 5 
2.17 The lessons you learnt in the process of developing 
a teaching portfolio. 
1 2 3 4 5 
2.18 Activities you undertook to improve your teaching. 1 2 3 4 5 
2.19 Your goals and plans for the future improvement of 
your teaching. 
1 2 3 4 5 
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Section C: This section explores your perception regarding the use of 
teaching portfolios in Higher Education 
 
Please indicate your answer using the following 5-point scale where: 
1 = Strongly Agree 
2 = Agree  
3 = Neutral 
4 = Disagree 
5 = Strongly Disagree  
  
Statement S A A N D S D 
3.1 A teaching portfolio is a document used by academics to boast 
about their good teaching and their achievements. 
1 2 3 4 5 
3.2 A teaching portfolio is a document used by management as a 
tool to make judgements about the teaching of academics. 
1 2 3 4 5 
3.3 A teaching portfolio is a document that can be used by 
academics for their own professional development. 
1 2 3 4 5 
3.4 A teaching portfolio is used to encourage collaboration amongst 
colleagues in discussing strategies to improve teaching practice. 
1 2 3 4 5 
3.5 The development of a teaching portfolio stimulates reflection on 
the effectiveness of one’s teaching. 
1 2 3 4 5 
3.6 Teaching portfolios are used to realize improvements in the 
teaching profession in general. 
1 2 3 4 5 
3.7 Teaching portfolio development enables academics to accept 
responsibility in identifying and achieving  their teaching and 
learning goals  
1 2 3 4 5 
3.8 Teaching portfolio development enables academics to bear 
responsibility in identifying and achieving their teaching and 
learning professional development needs. 
1 2 3 4 5 
3.9 A teaching portfolio is a tool to monitor one’s progress through 
performance. 
1 2 3 4 5 
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Section D: This section explores your attitude towards teaching portfolios in 
Higher Education 
Please indicate your answer using the following 5-point scale where: 
1 = Strongly Agree 
2 = Agree  
3 = Neutral 
4 = Disagree 
5 = Strongly Disagree  
 
Statement S A A N D S D 
4.1 I would develop a teaching portfolio if I could be granted time to 
do so. 
1 
2 
3 4 5 
4.2 I would develop a teaching portfolio if I could be shown how to 
do so. 
1 
2 
3 4 5 
4.3 Developing a teaching portfolio gives me a feeling of self-doubt. 1 
2 
3 4 5 
4.4 I would develop a teaching portfolio if I could have a mentor to 
guide me through the development process. 
1 
2 
3 4 5 
4.5 I would develop a teaching portfolio if I could be rewarded for 
developing it. 
1 
2 
3 4 5 
4.6 I would develop a teaching portfolio if I could be convinced that it 
will improve my teaching practice. 
1 
2 
3 4 5 
4.7 I would develop a teaching portfolio if I could be sure that it will 
improve the results of my students. 
1 
2 
3 4 5 
4.8 I would develop a teaching portfolio if I were still a junior lecturer 
in order to improve my teaching. 
1 
2 
3 4 5 
4.9 By introducing teaching portfolios, the quality of teaching might 
improve in the entire institution. 
1 
2 
3 4 5 
4.10 A teaching portfolio has value in teaching. 1 
2 
3 4 5 
4.11 A teaching portfolio is a document in which I can justify my 
teaching efforts. 
1 
2 
3 4 5 
4.12 Teaching portfolio development has the potential to influence 
positively the quality of teaching and learning within higher 
education. 
1 
2 
3 4 5 
4.13 Using a teaching portfolio offers opportunities for academics to 
work collaboratively. 
1 
2 
3 4 5 
4.14 Teaching portfolio development increases competition and 
rivalry among colleagues. 
1 
2 
3 4 5 
4.15 Developing a teaching portfolio gives me a feeling of 1 
2 3 
4 5 
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accomplishment. 
4.16 A teaching portfolio supports authentic reflection. 1 
2 3 
4 5 
4.17 I feel that I shouldn’t have to develop teaching portfolio to 
provide ‘proof’ that I am doing my job properly. 
1 
2 3 
4 5 
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Section E: The following questions only relate to academics that have developed 
a teaching portfolio for any reason(s). Please write your answers in the space 
provided. 
 
(1) What motivated you to develop a teaching portfolio?  
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_____________________________________________________ 
 
(2) Identify the two most important things you learned from developing a teaching 
portfolio (from the process of developing the teaching portfolio and from the 
developed portfolio as a product). 
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_____________________________________________________ 
 
(3) Identify the two biggest challenges you experienced during the process of 
developing a teaching portfolio. 
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________ 
 
(4) Do you maintain your teaching portfolio? If yes, for what purpose? 
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________
_________________________________________________________________ 
 
Thank you very much for your time and effort in completing this questionnaire. The 
information you provide will be valuable for my studies. Kindly be advised that the 
results of the study can be made available to you should you be interested, however, 
you will no longer be anonymous as you will have to give us your email address.    
 
Would you like a copy of the results of the study? 
Yes 1 e-mail address  
 
No 2 
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APPENDIX D: CONSENT FORM FOR ELECTRONIC QUESTIONNAIRE  
Title of the research project: Conceptions of academics concerning the nature and purpose of 
teaching portfolios in higher education.  
Ethics Reference number: H13-EDU-ERE-033 
Principal investigator: Ms E. Champion, CTLM, North Campus, PO Box 7700, NMMU, Port 
Elizabeth 6031 
Contact telephone number: 041 504 3210  E-mail: eunice.champion@nmmu.ac.za 
 
You are invited to take part in a research study which aims to explore the NMMU Academics’ 
perceptions, conceptions of and attitudes towards teaching portfolios in a Higher Education 
context. The objectives of the study are to determine: 
 The views of NMMU academics regarding the content of teaching portfolios in higher 
education. 
 The perceptions of NMMU academics regarding the use of teaching portfolios in higher 
education.  
 The attitudes of NMMU academics towards the development of teaching portfolios in 
higher education. 
 To develop guidelines, based on the findings of the study, for the institution pertaining to 
the successful implementation of teaching portfolios at the NMMU.  
The data will be collected by means of an electronic questionnaire that can be accessed by 
clicking on the following hyperlink: http://websurvey.nmmu.ac.za/q.asp?sid=457&k=eycadfmjur. 
It will take you about 45 minutes to complete the questionnaire. 
 
Anonymity and privacy will be ensured in the collection and storage of the questionnaire’s data. 
Should you have any questions or enquiries, please direct them to either Eunice Champion 
(MEd student) or Dr Elsa Lombard (supervisor).  
Thank you for taking time to participate in the study.   
 
Please activate the hyperlink to access the electronic survey to inidcate your consent to 
voluntarily participate in the research.  
 
By activating the hyperlink you provide consent to the following aspcet:  
1. I confirm that I have read and understand the information sheet for the above study and 
have had the opportunity to ask questions.  
2. I understand that my participation is voluntary and that I am free to withdraw at any time 
and without giving reason. 
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3. I agree to the re-use of the data collected in future research.  
4. I agree to take part in the study.  
 
Kind regards, 
Eunice Champion     Dr Elsa Lombard 
041 504 3210      041 504 4578 
eunice.champion@nmmu.ac.za  elsa.lombard@nmmu.ac.za 
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APPENDIX E: INFORMATION SHEET FOR FOCUS GROUP DISCUSSION 
Information sheet for focus group discussion  
Title of the research project: Conceptions of academics concerning the nature and purpose of 
teaching portfolios in higher education.  
Ethics Reference number: H13-EDU-ERE-033 
Principal investigator: Ms E. Champion, CTLM, North Campus, PO Box 7700, NMMU, Port 
Elizabeth 6031 
Contact telephone number: 041 504 3210  E-mail: eunice.champion@nmmu.ac.za 
 
You are invited to take part in the above research study as a member of a focus group 
discussion. The objectives of the study are to determine: 
 The views of NMMU academics regarding the content of teaching portfolios in higher 
education. 
 The perceptions of NMMU academics regarding the use of teaching portfolios in higher 
education.  
 The attitudes of NMMU academics towards the development of teaching portfolios in 
higher education. 
 To develop guidelines, based on the findings of the study, for the institution pertaining to 
the successful implementation of teaching portfolios at the NMMU.  
 
The focus group discussion will be digitally recorded  and transcribed for later analysis. Your 
identity and privacy will be protected in the collection and storage of the research data. All 
information collected will be kept strictly confidential and will only be used for the purpose of 
scientific research. The digital material will be stored on discs that will be password protected. 
Codes will be used in the analysis of the transcripts. By anonymising the data, privacy will be 
ensured in the collection and storage of the research material. If the results of the research are 
published, anonymised quotes might be used. If you are interested I will willingly obtain a copy 
of the published research for you.  
 
All questions and enquiries should be directed to either Eunice Champion (MEd student) or Dr 
Elsa Lombard (supervisor).  
 
Thank you for taking time to participate in the research. 
 
Kind regards 
Eunice Champion     Dr Elsa Lombard 
041 504 3210      041 504 4578 
eunice.champion@nmmu.ac.za  elsa.lombard@nmmu.ac.za 
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APPENDIX F: CONSENT FORM FOR FOCUS GROUP INTERVEIWS  
Consent form for focus group interview 
Title of the research project: Conceptions of academics concerning the nature and purpose of teaching 
portfolios in higher education.  
Ethics Reference number: H13-EDU-ERE-033 
Principal investigator: Ms E. Champion, CTLM, North Campus, PO Box 7700, NMMU, Port Elizabeth 6031 
Contact telephone number: 041 504 3210  E-mail: eunice.champion@nmmu.ac.za 
 Please initial box 
 
1. I confirm that I have read and understand the information sheet 
for the above study and have had the opportunity to ask 
questions. 
 
  
 
2. I understand that my participation is voluntary and that I  
 am free to withdraw at any time, without giving reason. 
 
 
3. I agree to take part in the above study. 
 
  
 
 
Please tick box 
      Yes            No 
4. I agree to the focus group discussion being 
digitally recorded. 
 
   
5.         I agree to the re-use of the data collected in future research.  
 
  
6.       I agree to the use of anonymised quotes in 
publications. 
  
 
Name of Participant    Date    Signature 
 
Name of Researcher    Date    Signature 
 
 
 
 
 
 
 
  
 186 
 
APPENDIX G: FOCUS GROUP INTERVEIWS TRANSCRIPT 
Focus Group 1 
R: Can you quickly say why did you develop your teaching portfolio? The purpose of developing a teaching 
portfolio.  
Rich: oh! The reason why I develop my teaching portfolio is, I wanted to keep track for my teaching philosophy 
changes over time and how I reach towards changes in student body and challenges in my subject. Just to keep trace 
on that. 
R: OK! 
Sipho: with me it’s like I was looking for a benchmark like a standards of how, sometimes you don’t know whether 
you are doing something right or wrong, and then you need that to…to fill in those gaps that are there and also, um, 
to learn more. 
R: OK! 
Laig: I developed a teaching portfolio because I didn’t know what it was. I came from industry so what is a teaching 
portfolio, um, I don’t have a background in the education department so that is the reason so that I could learn more 
what goes into it, how to develop one and what the criteria at the NMMU look at um, and also to get feedback from 
the students on how am I doing in that area, um to see what they would say regarding that. 
Yante: Um, I think  um, my reasons are maybe a little bit more, um, a little bit more juristic, um, in the sense that I, 
……. Is juristic a right word? Um, when I applied for my permanent post um, my competition was very stiff, um, 
especially with affirmative action principle into place, so I know that I have to have a little bit of an edge, um, I had 
quite a bit of lecture experience before that I had been on contract for several years soooo, um, after attending the 
SoTL course, um, I then developed my teaching portfolio, walked into the interview, put in on the table and 
obviously no one else that applied for the post have done that so it did give me the edge and they were able to then... 
It was sort of a portfolio of evidence of why I considered myself employable and it definitely made a difference. 
Since then I’ve kept it up to date, um, obviously it’s something that we do need for promotion purposes, um, but I 
find it’s been a very good way of comparing because I was appointed in 2012 and every year I’ve  updated it since. 
So, it’s a good way of seeing where there’s progress or there are areas where there isn’t progress. Maybe then 
focuses on those areas where I can see that I stagnated a bit, where my tests are maybe the same or my assignments 
are the same. And, err, you know it’s an easy way of identifying areas where you need to improve 
Mic: I will be honest, when I did the SoTL course a couple of years ago, I had no idea what a teaching portfolio was 
and so I developed it as part of the course. It was a requirement of doing the SoTL certificate and that was the idea 
of why I did it, but, um, much like what Tanya said, I continued with it ever since and, for me, I’m not sure what my 
future holds, we are going overseas next year so it’s a good idea to have the portfolio for if I apply to other 
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universities, other institutions, so at least I got it and say this is what I’ve done in my precious university for the last 
5 years.   
R: can I disturb you; we are asking the reason for developing a teaching portfolio 
Coughing! 
Ronny: Um, right. Morning everybody, for my purposes was, it was the combination of everything we’ve already 
heard. I’ve from the economics field, we are very scientific or want to be very scientific, we tend to just look at the 
quantitative data and I suddenly I have this passion for teaching and I attended SoTL course and they said develop a 
teaching portfolio and it’s amazing that we seemed to be slightly behind the times in South Africa with regards to 
teaching portfolios because even overseas whether you are in economics, whether you are in which field all the 
faculties require their lecturers to have a teaching portfolio. The teaching philosophy or statement and with that it 
helped me to grow a lot. Sometimes what I’ve noticed with the teaching portfolio, rather than just having something 
in my mind and forgetting about it in 3 months’ time, I keep track of it, and even if I can’t implement it this year I 
then can go back next year and say how can I implement that idea going forward and then try and follow up on 
whether it has been successful or not.  
Neo: Hi, um,  
R: the reason of developing a teaching portfolio 
Neo: I, technically, I haven’t develop a teaching portfolio yet, I have, on the course of my 3 years here, put together, 
I guess the work I’ve done over the year with my students. I teach art and design, so err.., to kindo get a, um, 
reflection for myself and also to um, last year what I did was, I put together all the projects I did for my students and 
I sent it out externally to an ex-colleague um, who’s working in the industry now, um, just to get a feel for if I’m 
kind of doing the right thing and if I’m kind of um, um, teaching them in terms of um, I’m I, are they heading the 
right way basically, so um, technically, it’s not a teaching portfolio as such but it is a summation of my work with 
my students to see where they are to see if what I am doing um, is aligned with what they should be getting for 
industry because I’m teaching them foundation to get into um, graphic design, basically, so I needed feedback from 
someone in industry to help me um, in the way , um. Technically if I was putting together a teaching portfolio, um, I 
think the biggest thing would be the whole reflection thing, for me, to see what am I doing and to see, as one says, 
we tend to lots of ideas and we tend to forget them you know, err… write them in notes, and you know all over the 
place and I guess a teaching portfolio would then serve to be a central place.  Basically it’s my, it should be my 
design of how I’m gonna teach and my plan of action, um, and something that we don’t tend to do too often, we do 
and we think we’ve done it but formally, as in a teaching portfolio. I think a lot of us are still kind of very, um, we 
will get to it someday, kind of thing. So that’s my whole teaching portfolio thing, haven’t done an official one but 
have put together work to be assessed and get reflection on my work. 
R: ok, thank you 
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Bee: oh! Is it coming to me now (Laughing)? Ok, reason why, do I develop, ok, first of evidence it’s very important 
to have that evidence, hard copy or electronically or whatever, err…, to keep track as well of your performances, 
err…, it doesn’t really have to be done when you want to submit for, for the, the prize or the award or whatever, um, 
it is important, err.., again, to, to reflect, reflection and reflection and so its evidence to see every year you get 
different group of, of students and your teaching methods tend to change so when you have that evidence you know, 
laid down, then, so it’s easy for you to go see or check what did I do with last year with a certain group. Did I have 
same challenges or did I had more success I achieving what I wanted to achieve on my, on my, on the purpose and 
the outcomes on those terms that I still struggle to get (laugh), but um, but, yha, for me basically, it’s that, but, um, 
this year I have developed one. Is it this year? Yes, this year, but my experience in…in…in... in…developing, that if 
you want to do it,  
R: what was the purpose?   
Bee: The purpose was to, for, for, to enter that award, NMMU  
R: teaching excellence award? 
Bee: Yha, teaching excellence awards, but err…, because I haven’t done it earlier on then it was just too much for 
me for me to do it, you know, for this, this year and to enter for that prize, err…, or award, err…,ceremony, and I 
didn’t get it (laugh), so, but yha.  
R: I picked up that people are mentioning benefits of developing a teaching portfolio, and somebody mentioned a 
teaching philosophy, that you… and somebody mentioned reflection; somebody mentioned looking at how you do 
things…. Is there anyone that can tell us what you think should be included in your teaching portfolio? The content 
of teaching portfolio. What should be included in a teaching portfolio?  
Mic: wow! First I would say your teaching philosophy, your stand point on how you present information to your 
students, how, in my case you deal with large classes, what your strategies are for connecting with the students, your 
strategies for ensuring that all members of class are participating whenever possible. your strategies for assessing 
students so whether its test or assignment design ensovorts, and then also feedback from your students, both positive 
and negative, maybe, but, and ways you are planning to overcoming, maybe negative feedback and reflecting on 
what is positive in terms of how you have pass information on.  
R: ok. 
Yante: Um, I think the majority of teaching portfolio, it’s sort of looks back you know, you have your teaching 
philosophy but a lot of it is stuff that you’ve already done. I mean it’s a portfolio of evidence of work you have 
already accomplished, tests that you’ve already set, module guide you’ve already done. So I think it’s also important 
to include and in mine, its towards the end, um, I have a section on future teaching goals where I reflect on the past 
year and I talk about what I plan to do better in the future, things that I plan to change. Um, things that I had to 
 189 
 
accomplish through my teaching, um, it’s not obviously the biggest part of the portfolio, the biggest part being like I 
said, stuff you’ve already done, um but it is the last section of my portfolio.  
R: ok, thank you. 
Ric: Um, I think it might be important also to include short statement about, let’s say, the overall framework of 
specific course has been, a specific module has been, because, it might sound stupid but you can compare teaching 
and lecturing a bit to cooking and baking. I mean you get your recipes, what you can do and you will see so many 
acts, go for a baking and cooking time, it always needs 50 – 60 minutes, reason being your specific ingredients vary 
in quality and set up so if you have a certain strategy for a specific class, you might end up with the course that 
features a lot of introverts students and then you look back at what you’ve done and suddenly realized that it doesn’t 
work, if you haven’t kept track of that was a specifically difficult class in terms of people had opened to anything 
you did basically, then it might get a bit into frustration, so I guess let’s just say, not to lose motivation or just to get 
hopeless and to become hopeless, in terms of the wake of, it might be worthwhile just include that class here was 
very heterogeneous, that class I could bond to quite easily just to keep motivation.  
R: ok, Do you see teaching portfolio…..oh, you wanted to say something? 
Sipho: Yes, in terms of reflection, I’m also thinking about the peer, peer review when your colleague are kind of 
assess you, also should include that in your teaching portfolio because it’s gonna make a difference like you know 
the 3D view rather than your side only. 
R: do you see a teaching portfolio as means to, of enabling professional development? 
Ronny: err…, definitely, yes, yes, (laughing), I know that in some of our departments in a way, teaching is frowned 
upon. What are you here for? You are here to do research. The university requires research output otherwise we do 
not get funding. I think it’s a common rephrase that we all heard. Now you send your portfolio of evidence based on 
your teaching portfolio, you can start creating research output from that. Um, using your example of your difficult 
class, right, my difficult class of 2012. What was the thing, I’m sorry that I’m gonna refer to this but um, Professor 
Foxcroft on Tuesday night just said some of her students kept on writing negative comments in her comment section 
because the questions were difficult, but, is that a negative comment or is that challenging the students going 
forward? So, when I have that negative comment on mine, the students complained about the difficulty but what is 
my reflection, I’m trying to prepare these students for the third year and then I look at the third year results, oh!, 
these students are actually performing quite well now. So that actually becomes research output and in my case, I’m 
trying desperately to actually create a research paper from my teaching portfolio based on my reflections.   
Yante: um, I think you have to sort of break down what you mean by professional development because it can be 
professional development within your own sphere but obviously it can be professional development within your 
department or your faculty. So I think for whatever sphere you looking at teaching portfolio is necessary and it’s a 
requirement for promotion. So professional development within your working space, it’s necessary, but also within 
 190 
 
your personal, from a personal professional point of view a teaching portfolio is necessary because you can’t, if you 
aren’t reflecting on what you’ve done you can’t decide or you can’t make the decisions on how to get forward. But 
um, you say, possibly in your working space teaching is perceived that teaching is frowned upon I must say, in the 
law faculty it’s not, um, we are very much centred on the three legs being equal, teaching research and engagement. 
In fact, to such an extent that when I applied for my post I not only had my teaching portfolio but I also developed 
had research and engagement portfolio where I’ve included all the engagement activities that I was involved with 
and also all the research I’ve done, papers I’ve written for conferences, papers I’ve published in journals up until the 
point I went for my interview, so, um, although that is not a requirement it’s something that I think, it helps to put 
teaching and research and engagement on the same kind of level. 
R: how do you see teaching portfolio helping you in your personal growth? 
Laig: it makes you, I think, aware of the arears where you may be slightly weaker, um, it forces you to get the 
feedback that you need and it also encourages you to attend teaching and learning workshops and you look out for 
areas, oh! I’m not so strong in that area, let’s maybe attend a course and let’s see how you can grow and learn from 
that experience. So, I think it highlighted areas where I need to improve and then obviously encourages you to put 
into your planning. Um, everybody has excuse that, oh! We all so busy, but um you actually need to put that in and 
make it a priority for you to your growth as academic as well.  
Bee: and again, the peer reviewing, it also sort of expose you that you are not only, um, ok, so you, you not only 
teach students, because we have unique minds, the way you thinking and you set even when questions you think 
about the answer in your own way and in your own understanding but if you have someone who’s going to peer 
review your, your, your teaching methods, then, at least you learn how other, like on the same level now but not on 
the students level but on the same now. Your colleague come and listen to you and then maybe say you know this 
topic you can actually tackle it, yha by, you know, different angle and then again you also grow in that way so I 
really love the peer review whatever because it sort of take me out of my own box as well.  
R: You mentioned, um, you mentioned um, …, I’m thinking now, you mentioned teaching practice. How else 
do we acknowledge teaching portfolio as of means of enhancing teaching practice? Do you see teaching 
portfolio development as a tool or an instrument or means, um that you enhance your teaching practice or 
that can improve your teaching practice?  
Sipho: I think the fact that I’ve mentioned now 
R: you mentioned one. Is there other ways?’ 
Sipho: I think it gives you ground to move on, to be able to try new things and perfect the areas that you have 
weakness on 
R: Ok.  
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Rich: I mean we all on learning curve sort of, its not just the students moving forward, it’s also us growing, and 
gaining more professionalism, and, you just get better the moment you practice stuff, and if you pick up things that 
have been emphasized many times you definitely have to improve on or you can potentially think that you are good 
at and the students feedback or peer review feedback tells you, wait a second, take off your rose tented glasses, life 
is not so easy then suddenly you get your own perspective right and you can shuffle things, I guess  for that specific 
goals           the teaching portfolio can be quiet a nice way to keep track. 
Laig: um, for me it was learning a bit more about the pedagogy of teaching and learning because I’m not coming 
from an educational background it forces you to                read up a little bit more to see what goes into it and how 
do students learn and how they absorb information in different ways, so that’s where I find it beneficial. 
R: Ok. 
Bee: sorry, I’m gonna take you back from the, the, you said what do we think needs to be in the portfolio.  
R: content 
Bee: Yes, the content, I think some, I think another thing that you need to …….. your office needs to consider is to 
put moderators report, you know, it’s not the, the moderators report because it’s also very important because when 
you set a test then you give it to someone else who is moderating your paper then the feedback also that comes from 
that person also sort of open up your mind even the style of, of your questioning, you know. Sometimes you ask, all 
the levels of your questions is all like higher grade (laugh), and then you know that person will sort of tell you no, 
you need to ease here, you need to up your game here, you need to, you know, it’s just suggestions, not to tell you 
that ok, your paper is weak or whatever, but I think that report is also needed on the teaching portfolio.  
R: you wanted to say something? 
Ronny: um, I think it’s really been covered but the points which I picked up first of all things are going back to the 
SoTL course. With your teaching portfolio you now learn to link those things which you were taught about with 
your learning outcomes your  content those sort of things, because very often, especially when you are first exposed 
to lecturing because none of us have got education or very few of us have educational background.  So, you got the 
textbook dumped and you just fall in, chapter one, there I go and you’ve got no real plan and now you start realizing 
how the one thing links to the other. Obviously, the more you lecture module you also see the pitfalls, prepare for 
them for the next year, how can I link the real world to this particular topic etcetera? Um, then also the idea that 
prevents or limits um, likelihood of stagnating, people are getting to comfort zones, it’s not only students who get 
into comfort zones, we get to comfort zone as lecturers, now you keep on challenging yourself, students are 
evolving, they becoming so technologically advanced, we backward, they’re advanced and now I must try to 
embrace this technology within limits because I’ve got to consider those students who are from very poor 
background who don’t  necessary have the access to technology which students who are fortunate to have that 
technology, how can I cater for both groups, um, one of the things, which a colleague of mine mentioned is there 
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was a study done in America with you-tube clips, its worse than watching TV. You just totally vegetate, there’s no 
brain activity going on here, you must also have been dead, so what’s the point of putting you-tube video clip on to 
my Moodle site, if there is not gonna be something that forces students to actually pay attention and not just ok, 
playing on the screeeeeeeen and I can now be conversing on what’s app or whatever the case may be.  
R: the challenges of developing a teaching portfolio. Any challenges? did you experience any challenges in 
developing your teaching portfolio? 
Laig: um, the timing of it. I think the end of May it’s really busy for to get the semester marks and to finalize 
everything just before exams and you get that as your deadline as well. That puts lot of us under pressure well that 
puts me under pressure. Um, but anyway, that would be one of my challenges,  
R: you mentioned deadlines, deadline for what? 
Laig: deadline for the submission of the teaching portfolio for teaching and learning awards, if you want a portfolio 
for that reason and, err…, promised your department that you would submit and so they have got that on the minutes 
of the meeting somewhere, so, uhm, I felt a lot of pressure on that regard. I said I would do it and it was just really 
difficult to fit it in between finalizing all the marks. 
Sipho: to me, um, to me its consistency. Sometimes you good at the beginning and then for some other reason you 
just forget about it and you back again so the consistency story, yes.  
 
Neo: I think, um, it goes back to like um, I think we more, we most probably complain about time, time, time, yha, 
so that’s the thing. It’s a good thing to have for self- reflect, I think for me is the self-reflection is tool so how do we 
make this thing happen. I mean I’ve been again I’ve been here for 3 years, um, I know about teaching portfolio, I 
haven’t yet put my mind on teaching portfolio so why is that? Um, I know that it’s important; I know it will improve 
my teaching, but then I’ll say I don’t have time. So if that the case, I will make us better educators then the thing is 
then we need to design it into ….., I’m a designer, so I look at a teaching portfolio basically the way I understand it, 
a teaching portfolio is basically your design of um how you gonna teach so that is what it is. It’s your design and its 
evidence, this is, this is, of, um, it’s like um, yha, its evidence of my design as a teacher. So if I’ve got um, um, um, 
err…, there’s a word I’m thinking of, um, it’s a mould basically, and if you pour something in they should, if I’m 
gonna make a jelly I put it in a mould; right? So my teaching portfolio is a mould of my teaching, yha, this is who I 
am as a teacher but we don’t, we are just running around doing other things and we don’t have enough time, um, to 
actually make this mould, you know, to be able to sit back and say let me make this mould so that other people can 
see how I make my jelly, you know, we all make jelly but we all running around and most of the times we don’t 
have time to sit down and craft that mould. This is how I make my jelly so we have to design somehow, some type 
of mould making time within our teaching discourse. I think that’s the best way, yha, if it makes sense 
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Yante: another challenge that I found is how to limit what you put in, I mean if you put in everything that you wanna 
put in your file ends up this thick, so it’s actually going through and stream lining it to what’s necessary, especially 
if you’ve done a lot of things you want it all to be there, but not everything is relevant so try to figure out which 
things belong there and which ones aren’t necessary is, what’s for me a challenge. My file is still a big, too thick 
though 
Ronny: unfortunately the Dictaphone doesn’t read what’s on my hand, but there it is, what to leave out, um, 
definitely and the other problem I found is, coming from the Economics side, how to find my voice, um, the CTLM 
staff kept on saying use your voice when you are writing your teaching portfolio and I tend to know how to write 
from third person. You never talk about me and I and what I do and u not supposed to brag and this yet is an effect, 
is also the way of bragging on what you did, so that finding your own voice is, was very difficult for me, and I am 
still challenged by it. 
Bee: my biggest challenge is the writing style, you know, in, in, in Science we don’t know those terms man, we 
don’t, I mean, there must be a way where maybe you can categorize maybe a teaching portfolio for Science faculty 
or for whatever faculty, you know, like really I find that very difficult, you know, when I was developing my 
teaching portfolio for the first time at NMMU, it was very difficult because I have to read all these terms first 
because I have to, if you don’t know what is pedagogy, you know, then you’re lost, you don’t know what you are 
going to write and, and, and, think about it, like really (Laugh). 
R: is there anyone who had a challenge of not knowing how to develop a teaching portfolio when you were 
developing it?  
Mic: yes, I didn’t know what teaching portfolio was, I didn’t know how to set one up, that’s why I attended the 
seminar. It was presented, you presented to us so that three hours really helped me a lot. I’m going to the PowerPoint 
presentation, giving us directions, giving us pointers and giving us the confidence even though we don’t come from 
educational background but we could still submit, um, um, and, yha, and learned to brag about yourself, which is 
very unusual and very difficult for a lot of us I think. 
R: so do you think if NMMU staff can be work shopped on how to develop a teaching portfolio that will help 
people developing teaching portfolio? there are lot of nodding so err 
Rich: yes, I think so but the biggest challenge will be getting people accepting those offers because I come out of 
many of those SoTLC sessions and then you sitting with all your colleagues in the tea-room and you talk about it 
and its BA! Who needs that, we know how to teach, we don’t have to go there. Constantly you are being shawned 
for going there. So basically you are only an outcast at the moment you step out of that box of being a scientist, 
doing that stuff. You are supposed to know it all from day number one. If you go to those courses, you basically 
meet your colleagues, you don’t know it all? Wait a second, can’t be, so therefore biggest challenge will be for you 
to get people accept that offer.  
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Sipho: and also the way they perceive the, the teaching portfolio workshop, like as he already stated, some other 
people think when you go there you don’t know anything, they know it all meanwhile they don’t know anything 
Mic: I was gonna say especially buy-in from the older colleagues. I hate to say it, but look at the age of us, well all 
kind of look lower than 40, I would assume (I’m 40). In our department we got two or three people who are over 
fifty five then there are only two or three of us who are younger. And they don’t want to know anything about 
teaching portfolio and SoTL courses and things because they’ve been doing this way for the last thirty or forty years 
and the most they do is feedback forms from the students and then maybe it takes them fifteen minutes to read 
through their feedback forms and they smile at the fact that there’s positive feedback from the students. If there is 
anything negative, oh, well there obviously just you know, they didn’t connect with me, its fine, we just put that in 
the corner and let’s ignore it and so actually getting them to buy-in and see the value of it that is really quite 
challenging. 
Ronny: I think it seems to be a common refrain our problems. There must be departments that are different because 
you also seem to notice it in those departments that there are these go-getters and the entire department seems to be 
out there trying new things but for many other departments we face enormous challenge. I got told in my face I’m 
wasting my time. You are already appointed as a lecturer so what are you doing at a thing like that. You will not get 
promotion. Yha! I will not get promoted in my department irrespective of what I do and what awards I went for 
teaching. Yha, yha, that’s my department, nothing. I’m told to my face you can maar sommer go and jump out into 
the sea so there’s a lot of resistance in my department against this because they just tell us the numbers are too big, 
there’s no way that the rest of the department can implement any of the ideas that I have mentioned to my colleagues 
so it has to be a buy-in and I think it has to start from top management all the way down.   You can be as inspired as 
you like but they actually start breaking your spirit when day after day you are the only one talking one way and 
everybody else is telling you, you wasting your time. 
Sipho: I think it’s gonna work if there’s maybe money attached, like FRE, it will work because it motivates people.  
Neo: There are, um, there’s a teaching and learning, um, group right? Committees, yha, exactly. I think in my 
department, um, yha, through the grapevine, the lady who’s doing it. I think she’s busy with her PHD so she’s quite 
hectic and may not be able to and they were like maybe I should take up a seat or that and, um, um, that sounds to 
me as, um, an avenue of getting stuff done especially like this, um, which, um, hasn’t been taken to yet. I’ve been 
here three years, I’ve, I haven’t, been hearing anything from the teaching and learning thinkimajiks, okay. I don’t 
have the exact terminology and all of that but I’m, so this is an entity that’s there, that’s supposed to be, I guess, a 
space where lecturers can sit and discuss their experiences and the teaching environment, the lecturers that are new 
dynamic teaching practices that could be, I don’t know, engage with, but it’s not happening. So, your question being 
how do we get the teaching learning portfolio, um, more readily I guess accepted, um, in the varsity, the teaching 
and learning groups are there. This looks like a perfect place like discussing such things, I don’t know if you are 
following my, yha, and like I’m saying, I’ve been here for many years, I haven’t been hearing anything from 
teaching and learning, I mean anything was fed down to me in my little office where I sit, you see but there are there 
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are teaching and learning groups all over the university that are, should be, in my understanding so, yha what’s 
happening in the teaching and learning groups. These are the places where these things can be hashed out and be 
talked about and you know, basically, that’s what I’m thinking.  
Laig: I think in our department there is definitely, um, teaching and learning committee representatives. It is active, I 
just think, research has a far louder voice and it totally juns out engagement and teaching and learning and that’s my 
opinion. It doesn’t matter what you gonna do in your teaching portfolio, it doesn’t matter what you are trying in your 
class, nobody is interested, you feel out. What are your research output, which conference have you been to and then 
people sit up and take notice.  
Bee: I just want to echo that even in our department we have er…, very active er…, er…, er…, member of that 
committee, and, man, it’s like, and she said they, it’s really, it’s not a waste of time, it really take time to do that 
because especially if you know that you won’t get any promotion, you do have even if don’t enter the excellence 
awards, you don’t get anything from that so if I don’t get anything from my teaching portfolio which I have a 
passion of, I like teaching, then I will concentrate on research because that’s where I gonna get something. Even if I 
apply for promotion, they gonna look at how many papers do you have, even if you don’t have teaching portfolio it 
doesn’t have really lots of weight and now how do you balance these things, then obviously because first of I’m 
struggling to understand these, these terms that I use on writing the teaching portfolio then I’m gonna push that aside 
and focus on research because I know that’s where I’m going to climb the ladder within the department, so these, 
like we really facing like challenges and we need to grow and to grow it’s not like one sided, you need to grow in all 
areas if you are an academic, in all areas and as I stand at the moment there is no balance and also like we also need 
to work on change of attitudes I think it’s all about attitude. If we have right attitude and right mind set for the 
teaching portfolio, I think we’ll even have time to do it not if we can discuss among colleagues, what do we write, 
what is this now, you know, we check on google whatever we come to you and we then discuss that and we all 
write, you know, bits and bits, you know, we have those focus groups our own focus groups, and then bits by bits 
even if we are not going to, to, to, forward the thingy for award or whatever.  
R: how do you view the attitudes of academics at the NMMU towards teaching portfolio? 
Sipho: when am I gonna get time for that? I’m already drowning in my own work that’s attitude I get from my 
colleagues like where is the time for that. 
R: Basically they see time as a constraint? 
Neo: maybe it’s the value, the value is on research and publishing and all of those fancy, nicey things whereas 
actually what are we here to do, yha, so in a way it’s kindo like I go like back to the whole design thing, um, what 
we say as an institution and from the higher ups in terms of our values and all of those things. We’re not living them 
through, not living then through in terms of what are we saying and our action, because it seems, as you say, it’s all 
about balance, a balance between research and engagement and teaching, life is about balance but it seems like that 
balance is all on maybe research side of things and so and then the teaching and learning is seen as not an important 
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to have maybe a nice to have but not an important to have. And maybe that is what we need to, we need to change 
that discourse to make it an important to have because then we’ve been through to, I guess, our mission as university 
towards all these nice things we say lets actually live them day to day in our teaching in our research and in our sort 
of things, you know.  
R: do you experience, or did you experience, um, uncertainty as another constraint for developing a teaching 
portfolio? Uncertainty of what to include in your teaching portfolio. Did you experience that? 
Mic: after the SoTL course that cleared up that uncertainty because everything was presented so clearly and we 
didn’t have any queries, then we asked and you all being very over clarifying, I mean for us. Even if there is 
uncertainty it’s because certain individual hasn’t taken a step, um, and, which those who, as you can to find the 
answers this is made available to all of you at CTLM 
R: do you see teaching portfolio as your own information source? That is, do you see it as something that will 
help on, um how can I put it, as basically your data source that you developed your teaching portfolio. Do you 
see it; do you keep it like as long as you teach? Will you keep it as long as you teach? 
Bee: yes, absolutely, because it’s my evidence of teaching and it’s sort of like keeping track of what I have been 
doing for the past years, so I will definitely keep it, its worth, I mean it takes time to do, to develop it so it’s 
worthwhile to keep it and always refer back, it’s like when you write articles and for, for, for research, you know, 
you keep them because you need to know what did you report previously when you write your next one, so it is sort 
of your own data 
Laig: in my regard, I would have two answers, I definitely see the value of keeping it up to date but to be honest 
with you I as a young lecturer, you are loaded with teaching work, um, what is our next step to get promoted, is our 
PHD so when I register for PHD one day. Do you think teaching portfolio is gonna be ultimately, because there’s 
just, you don’t have a capacity it’s really so difficult to try even to do that with your full teaching load. Um, with lots 
commitment so in that regard I’m in the balance there, I’m not sure if I would actually keep it up to date as I would 
like to  
Sipho: with me I’m going back on the attitude thing. Teaching portfolio is a new thing isn’t it? And I’m thinking 
research has always been there, you know, and people are so rooted on that. It’s like moving a mountain to this new 
thing or trying a new things. And I’m also supporting Gail on that to get a promotion; I know I have to have my 
PHD to be a senior lecturer and not a teaching portfolio. And I’m in the line of doing my PHD which makes, err, 
make it a challenge to kind of keeping it up to date.   
Yante: Um, I’m not sure if it works differently for faculties but to my understanding in Law you must have a 
teaching portfolio for promotion purposes in addition to your PHD and your research articles and, um, I know with 
us it is a requirement. I’m not sure how it works for, and just I’ve been listening to everyone is talking about, I must 
say in our faculty we don’t have that kind of resistance at, in fact teaching portfolio is encouraged. My HOD, you 
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know, she sends us out emails about, when you offer that course I obviously had to do it because I’ve done the full 
scholarship of teaching and learning course years ago, um, but I mean, and she still sends out a reminder and then 
she still says that about how, remember that you gonna need this for promotion purposes, so its seems to be in our 
faculty its quite encouraged.  
Mic: certainly within my department within the business faculty it’s a very different situation I find with my 
colleagues.  First of all there’s no commitment to improving your teaching, they don’t really see the value of doing 
something like teaching portfolio and they are at the forefront of making excuses so there is always time to sit and 
have tea in the tea room and catch up for an hour when everybody arrives in the morning and leave early to go, you 
know, see other needs, I’m sorry you can take some of that time and attend workshops, it doesn’t have to be the full 
SoTL course but our workshop that are offered, you can take three hours out of your day if you really want to but 
they have every excuse under the sun for not doing it. And that for me is incredibly frustrating, almost like they look 
at you and they go, you like, you don’t have enough to do, we don’t have time to attend workshops. No, I’ll make 
the time for it. 
R: for promotion, isn’t it across the faculties the when you apply for promotion to have to develop a teaching 
portfolio? 
Many voices: No, no, no 
Rich: um, absolutely not. There is even some kind of, the faculty of Science as persona, promotions document as far 
as I recall, the faculty of Science document        offers those pathways for promotions, even for purely research, 
purely teaching or that combined version. And I guess all the combination of purely teaching, they tell you that there 
should be some kind of evidence that you doing that. But at the moment you just away from being a pure teacher so 
no more mention of that. And I don’t recall that anybody ever has prepared specifically a teaching portfolio, 
forgetting promotion. I was even told at one stage if you put in for promotion all you have to do is to put in one 
student evaluation, you don’t have to do the whole student evaluation. I’m not gonna mention the names, I’ll tell you 
later. Um, but the attitude is very much hostile, in the best case it’s different. I can value much, as I value it’s like, 
oh! You have time to do that? Ba, ba, ba, indicating, basically you do not seem to be really busy with your job. Just a 
coincidence that happen to have that around, I mean that’s a piece of starting materials and that’s used, you can see 
that page, just look at one page, you see? (Laugh at the background). That flies into your face, that things has been in 
use continuously for the past, I guess, thirty years and if you go through it, the combination of typed written, hand 
written and other stuff. It’s just into your face, and if you try doing that you are looked upon; you wanna change 
things? We got the gold standards, why do you wanna change stuff? That attitude records down to the teaching 
portfolio as well and its extremely frustrating to sometimes not just scream and shout. I don’t know how you feel but 
every now and then I get this much.  
R: How do you feel about teaching portfolio? 
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Bee: I think it is a very good thing to do to involve yourself in as an academic, as a teacher, lecturer, whatever, 
facilitator, whatever you call yourself, it’s very important to do it and it’s a very good thing to have as part of your 
evidence in, in, in academia. 
Laig: I think that if you are not self-reflecting and you are not making a conscious effort to improve, you are not 
growing. Somebody mentioned earlier ‘stagnation’ that’s going to be inevitable and teaching portfolio is crucial just 
to improving and moving forward 
Yante: um, I have a slightly different feeling, it’s quite strange but I am a little bit OCD and, um, when things are all 
over the place then it bothers me like incredibly, so like if let’s say I have my H-drive, um, and my test in one folder 
and my assignment is another and module guide and different journal, journal, journal and then I have some stuff on 
e-mail which I haven’t yet transferred to my H-drive and I’ll have some stuff printed that I lost the flash drive that 
the electronic copy was on it and I don’t have hard copy but not electronic copy. Things like that, so in a sense, 
when I put together the teaching portfolio it calmed me a little bit because it is in one place so even if I lose another 
stuff I still have that (Laugh). 
Rich: just to calm you down, it’s not really bad as long as you call it OCD because it’s bad when you call it CDO, 
because that is… 
Yante: that’s the correct order, yes (Laugh and joined by others), alphabetical order. 
R: how do you feel about teaching portfolio? 
Mic: definitely, a learning growing spans for me, I’m really glad that I did go through the process and I did make the 
time to do it and as you said, it’s a matter of attending a workshop and put in a lot of effort and but one thing needs 
to change from top management, the policy about promotion, why does it only have to be a PHD, um, plus the other 
things, so, it almost make you have to look at this huge mountain of maybe five to six years, you got to climb, um, of 
which teaching and learning is often neglected in the detriment of our students and I don’t think that is fair.  
Sipho: it definitely changed my life around; I think was very stagnant and its either I was swimming of sinking. You 
know, when you don’t know what is proper lecturing you tend to repeat what was done by your previous lecturers 
and not know what is the best but with developing of a teaching portfolio you can try something new and learn also 
from the other people  
Yante: um, I think once you completed it you also have a sense of accomplishment and after that, I mean, I know we 
talked about time, and, but it’s actually not that hard to keep it updated once it’s done, once it’s together, um, and the 
other thing that I find is that it actually act as an insensitive in the sense that you keep wanting to improve it so you 
keep trying to do things and if you are a bit ambitious then you know, it sorts of reflect in it, so you keep wanting to 
add things to make it better, in a sense because of that personal ambition, so for me it’s been like a bit of incentive 
wanting to add stuff into it that will make it better. 
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R: anyone else who wanted to add anything about what we talked about? 
Neo: when I first got here, we had err, I guess induction, a welcoming to the NMMU where the vice chancellor was 
there, then, and I think it was professor Naude, the gentleman who has left to Stellenbosch and err, so this was in 
twenty twelve, twelve, thirteen, yha, and I mean they tool us through the whole programme and stuff. It was hosted 
here by you guys, and professor Naude spoke about the different path ways in terms of promotion and stuff like that 
and saying that there was a drive to kind of acknowledge more of those folks who were not necessarily like research, 
research, research, um, but those folks who were also more inclined towards the teaching and learning side of things 
which is what the role, our reasons for being here, I think as an institution as, err, yha, so it was kind of quite, you 
know, that someone who was kind of new into the system hearing that ok, it’s not just about like research, research, 
research, but also like the higher ups, they starting to look at, ok, how do we intensivise different ways of um, 
promoting people um, again, I can say that was 2012, I don’t know how much has been done since then, because if I 
listen here, it seems that there’s still a lot of  like towing and throwing and kind of like hitting your head against the 
wall. so, err, the higher ups have to like, they know what has to be done so, maybe that, what has been, it has to be 
actioned. I think that’s what I’m saying, it has to be actioned, and it has to filter down through, so you don’t have 
just only like research as the end and end all of your progress through an academic institution, what about those 
folks who do not want to engage then to those kind of things, yha, basically yha.  
R: so do we think that the, the academics that have negative attitudes towards teaching portfolio can change 
their attitudes if they can have support from the departments or HODs? Is it all about the support? 
RIch: I mean maybe one way is to get people moving in that directions trying to make people realize that you can’t 
be good researcher without also being a good teacher  vice versa, because by, if you don’t have your students 
challenge you every now and then you might climb up a mountain of knowledge but you might lose track on the 
other hand if you are just a teacher that doesn’t do bit of active research you do not keep track of latest development 
you will stagnant and you will be behind, so there is no, let’s say real choice between either or, it’s both, according 
to my opinion.  
R: Ok! Thank you colleagues, that’s it for the interview, thank you very much.   
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Focus group 2 
R. My first question is: for what purpose did you develop a teaching portfolio? 
Bile: The purpose I, I, I use to develop a teaching portfolio is for, it was for promotion. 
Nito: Um, the first time I develop it, it was for promotion, but when I did it properly the second time it was for when 
I applied for an award. 
Sana: I developed a teaching portfolio for err, err, excellent awards for lecturer 
Lien: The first time that I started with it was when I did course with a, um, err, economic institution and err, part of 
it was to look at developing the portfolio um, thereafter I also did it as example for other staff in my department, um, 
to show that we can do it. 
Rina: Mine was for an award for distinguished teacher award. 
Sana: My portfolio I developed to be a better teacher with the integrated methods and assessments, that’s all. 
R. Based on your experience of developing a teaching portfolio what did you see as benefits of compiling a 
teaching portfolio? Did you see any benefits? Did you experience any benefits? If yes, what are those benefits? 
Carry: The benefits that I saw was, um, you actually how much you did, um, in the year before or the years before 
and how your subject is interlinked with the lot of other community work or whether it be with students and also get 
students feedback in a particular format was very important. And also how your peers feel towards you um, and the 
good and the bad must go into the teaching portfolio because you learn from the bad, so, um, that is what I learned. 
Lien: I’m coming more from science background and there it’s more facts and when I started with the portfolio now 
I have to reflect things that we don’t do that much in the science department that has learned, I have learned from 
that a lot about my teaching and also it held me from there to structure things better after my reflection. 
Rina: For me it was actually that I had to formalize all my thought that I have to put into my lectures I should put 
them down on paper then reflect on them meaning it’s like how or were they effective and also in my case I put 
some future plans to um, my teaching portfolio whereas by restructuring all my thoughts then I actually realize what 
you can do even better and what you can do more. 
Nito: For me the main benefit of portfolio was self-reflection because you don’t often get a chance to reflect back 
on, and what you’ve done and things you want to do in future so self-reflection would be the number one thing and 
number two as well planning for how to improve, how to do things better so the teaching portfolio really helps in 
that regard. 
Bile: For me developing a teaching portfolio is err, is beneficial, err, firstly I think, err, I like, I use it to reflect on 
what I’ve done in past and giving me, for an example it also gave me the feel like um, what I suppose to do in the 
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future, and err as I was developing the teaching portfolio for the first time and I also researched and looked at other 
people’s teaching portfolios and that even gave me an idea of what is supposed to be in that teaching portfolio and 
that gave me the direction and even reminded me of what I’m supposed to do. 
Sana: For me a portfolio was a challenge, in terms of really assessing your where you are where you were, where 
you are going and also at the end of it you realize that it is a very personalized thing, my portfolio is, I cannot 
duplicate another person’s because it’s authentic. 
R. How do you see teaching portfolio help you to teach or in your teaching? 
Carry: I think the reflection, um, and, um, and the students attitudes towards you can be of great help um, that you 
put into the portfolios I think also in reflecting on what you doing you can say well I can do this also to bring in 
reflection with respect to industry because industry must form part of how we gonna go forward, that time I find out 
that it helped me 
Lien: The portfolio helped me to look back at what I’ve done, what did work, what did not work, to go and look at 
what the students specifically said what worked and not work and what I feel will not work and from there it helped 
to see ok  go and read up more about certain things, learn more about things to be able to teach better and then 
implement new methods from there so it helped me to direct my teaching methods and be more effective in my 
teaching methods and also helped me to identify problems that I have and find solutions before I teach further with 
regarding those problems.  
Rina: My teaching portfolio was only developed a couple of months ago so I actually, I reflected on what I have 
done before to 2 years before so I haven’t had like experience yet, but um, it was a reflection based on um, um what 
worked and what didn’t work what was said previously and so, um based on that I formulated goals, how I want to 
go forward which are not yet implemented so I can’t really comment on that. 
Nito: Just the same as the others it was you got to look back and find out what didn’t work for you also feedback 
from the students what they’ve felt worked and what they felt no this could change and also from colleagues as well 
you’ve err, err, err, I’ve got a couple of ideas when someone things I might have been struggling and a colleague 
will say no do it like this and you find out that their input or their feedback can also help improve your teaching as 
well. 
Bile: I think it helped my teaching through reflection because as I’m reflecting I get to know what I’ve done and in 
the past and what I can correct form what I’ve done, then what is working is also help because of the student 
feedback the student feedback tells you what you do and what you can do better like in future. 
Sana: The portfolio helped me to develop more confident and trying new things, um, and to yha, stick out of the 
comfort zone. 
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Carry: I just want to add one thing about portfolio which I’ve hoped, hope to do and I know that I didn’t do with the 
last portfolio, it show you your history so it shows from long ago to where you are now and, and that’s quit an eye 
opener sometimes for us. 
R: anyone else would want to add? 
Lien: I want to agree there and also wanted to say that wow, we’ve grown (Laugh) 
R: How do you understand and make sense of the role of teaching portfolio in your personal development? 
Does it play a role in your personal development? If yes how? 
Sana: I thing, um, goals and objectives, portfolio put you through your personal life. 
Bile: I think it helps me to develop as a lecturer, err, one because you get to think of you as a lecturer and what you 
need to do in order for you to grow in the, in the, in this career. 
Nito: I think if it is used properly it can definitely help and if you are setting it up with those intentions, development 
intentions in mind, definitely it almost like your career, you map your, map towards going forward. 
Rina: yha, I absolutely agree, its actually putting our thoughts down what you are, the whole time planning to do, but 
actually formulating these ideas and put them on a paper, which then reminds you when you go back um obviously 
in my case it was still a very new thing to me, it will be only, I will only like next year or a year after be able to 
reflect on the future, if I implement it or if it worked 
Lien: um, I’m not a person that do, I get the task and I jump and I do it. The portfolio has helped me to stick back a 
little bit and think, now what will be the best to do it, go and look back what I have done and from there plan better 
and because it taught me to also plan better that has an influence in my personal life too because it helped me to 
think a little bit don’t jump in think before you do. 
Carrey: I think from the portfolio side, um, when I did the portfolio I actually been to CTLM workshop and they said 
that you should bring in some research into your portfolio and I am not a researcher but it helped me to looking to 
research, to find other ideas, which was to me it opened up my eyes um and I think the other thing is students 
honesty. Students are very honest, um, so you learn a lot about yourself when you think you are doing ok and 
otherwise it’s the other way around um sitting down and formalizing I think that’s the key, the formalizing, coz we 
do just go there and do things but the formalizing makes you think think twice. 
R: ok, can teaching portfolio development navigate your career? Can it navigate your career? One 
participant mentioned that and I would like you to elaborate. Can it, and how? 
Carrey: I think at NMMU we are forced to, um, I think in the past we had not to have teaching portfolio so if you 
wanna get anywhere as the participant said before, it was for promotion, for an award and that is the only time we 
developed a teaching portfolio. Um, now free is coming we gonna have to do a teaching portfolio so I would say it 
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can force you in a particular direction simply because of the manner in which the institution has forced it in which 
I’m not saying it’s a negative thing but it does play a role um, to navigate your future um with respect to that. 
Lien: Just looking at a teaching portfolio without free etcetera, um it does not, it does not have to have influence of 
really navigating your career um it definitely helps you with your teaching, but it depends on the reasons why you do 
the portfolio if you do the portfolio for promotion of course it doesn’t navigate your career but if you do it to 
improve you will improve but not necessarily, it does not necessarily means that it will have influence on your 
career, the changes are very good but not necessary. 
Rina: Um, yha, I would say it’s like um, it doesn’t, to put it together, for sure um, especially when you have a 
deadline in mind and when you are not really a researcher like me, who is a very scientific person, who doesn’t 
really like to put words together but it helps you like I said it helps you to set goals, I’m a very logic person. I need 
goals in order to measure myself and if I don’t set goals I’m just swimming or floating, let’s say it that way, so for 
me it’s actually perfect it’s a right tool because it sets key stones for my career, let’s put it that way, that’s something 
which really helps me personally like with FRE putting key stones down and formalize them and put in dates set 
down, so I think actually it can drive your career. If you like to drive and not stressed, make it like a stone on your 
feet and drown you, said it that way, because it’s a challenging task. 
Nito: Yes, because it’s challenging tasks and because it’s a time consuming I think it’s silly not to use it as a kind of 
map, for, for yourself, otherwise what will be the point of, of, there are so many benefits to it we just discussed 
about, helping identify what’s right and wrong and your goals and how to improve yourself or your teaching, or your 
methods etcetera. All those things do eventually I think feed in your overall direction you are going and how you 
actually complete tasks. So I think it is a very important part of your career development and especially now that 
they are forcing us to do it, I think you might just use it as a useful tool.  
Bile: Like I said, I think for me it is helping a lot to channel me towards a certain direction and I’m not a person who 
always records everything, teaching portfolio helps me a lot, it showed me the importance of recording everything; if 
I go to a workshop then I must record what I’ve learned in that workshop and I must, previously I was not a person 
who was doing that I was just attending the workshops, some of them I don’t even like see their importance. And I 
even remember Champ once said, mentioned the importance of this teaching portfolio and I’ve never recorded it in 
my mind up until I was required but once I started like writing my own portfolio that’s when I’ve seen many things, 
important things even in that teaching portfolio, um, also it shows me what is expected in this, for me to progress in 
my career to progress. I think it really navigating my career.  
Sana: I’m almost at the retirement (Laugh), so I don’t know for me it’s nice to have it for my CV I can’t really say 
it’s gonna guide my career but yha, um, if I can in other things, um, the confidence that you gain for doing that 
makes it easier like, um, I do a lot of facilitation and yha, no, it helped (laugh).  
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R. Ok, I want us to think um, developmental and personal as well; you as a person within the department. Do 
you see teaching portfolio as means enabling professional development, within your department, within the 
institution and yourself as a person? Professional development! 
Carrey: Yha, I think from a personal aspect I think it makes you look at things that can be important in your life and 
even your home life even like speaking you know public speaking or something simple like that. Um, there is 
everyday life that you don’t think a part of your job but actually can become part of your job, to help you out at 
home, the planning could help you out as well. I think with respect to the department we can help it and it can help 
you create, let’s say I don’t know if it’s the right way, synergy in the department, where everybody knows 
everybody has a portfolio. If you want to say something to someone, let’s say the HOD sends you something good, 
you can put it in your teaching portfolio, because that can help you, it uplifts you in a few things sometimes down 
lift you but lifts you. 
Lien: From personal perspective, again the portfolio, the record keeping, like somebody that keeps records as you 
said build confidence if you start seeing what you’ve done and where you were. That definitely place developmental 
role in the department, because it helps planning, and as a group in the department. It is a development tool that I 
also use, especially with new people come in to steer the department in a way that we all think or plan in the same 
way, have the same goals in mind using teaching portfolio, everybody reflect on what they are doing um, and reflect 
on what happens in the department, helps also stream lining instructions. 
Rina: That’s very hard for me to answer because like I said for me everything’s very new and I can’t really say yet if 
it helped or will help. I’m also the only one in my department who does it so, yha, I can’t really comment on it.  
Nito: I can say initially for me it was more of a personal development thing than a professional development tool but 
in the last year our department, a group of us actually got started piling our portfolios and started updating together 
so we can actually compare and contrast and share ideas so you can see oh no, it looks like you are short here you 
are struggling over here how can you help you. I attended a workshop so maybe I should think of helping you with 
this, so as it, I can see if I can work on a professional development sense because we sort of we started trying to do it 
now, so for its more of a personal development thing than professional development. 
Bile: Definitely, as I’ve been saying, it helped me a lot and I think it still gonna help me a lot and as member of the 
department, when I develop as a member even the department also gain from my department develop. I can say for 
both as an individual as well as the department, it contributes a lot. 
Sana: Sadly to say in our department, it’s like a foreign thing um, I think personally, yes,  it’s a development thing, 
professionally no um, it’s up to me but I didn’t. 
R: Um, what do you see as challenges in developing a teaching portfolio? 
Carrey: It was a massive job for me, for me to formalize something like a teaching portfolio was like this huge big 
mountain; the only way that I tripped away, this was by going to that course that was given and gave me direction of 
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what to do, but I think that is what people have to realize, your first portfolio you do is a massive task but after that 
it’s just adding to it. So, it is a fear from a lot of people to do it but I think it’s gonna be forced on, us so, we must 
just sommer do it but I must say it was like this massive thing and in the engineering faculty I know there are very 
few people that really like the idea of teaching portfolio so… (Lifting shoulders up) 
Lien: The task is the challenge but also the time, there are so many things we do and we want to do better but there 
is just not enough time to do it. So time with workload is one of the biggest problems and also isolation, most of us 
say for the first one, you’ve started now but usually you are alone in doing it and to some extent that is a challenge to 
some extent it is a positive challenge because you can really put in there now what you want to put in there but 
sometimes it would have been also nice to work with somebody and discuss it and that was not, also due to time, not 
always possible in my specific situation. 
Rina: Yha, time for sure (laughing), I was working on my portfolio over the weekends because during the week was 
just no time but in my case I had deadline which I had to keep, um, I would honestly say I wouldn’t have done it in a 
different way probably not because I’m not a type of person who will sit down and does it only do it if I have to, um, 
and do it in a time which is given to me. I would have like to put probably more in there but in my case it was a 
summary of portfolio, so um there’s for sure things, I would like to add lot of things, I had to delete which I’m a, 
from my first draft so now I can actually get from that like something more like a bigger portfolio because I kept all 
very much to like a restrictions but, um, yha, it’s time. I think the time is like the thing, there are so many ideas you 
would want to put and then which idea do you actually follow um, to structure and to take one of the most important 
points and actually write something about that so time for sure. 
Nito: Um, yes, time definitely, workload definitely, um, those are obvious to me but I would also say support, um, 
like for an example, I set up mine before coming to that workshop I actually had it set up before I came to that 
workshop and realize on if I had come here before it would have been so much easier, so having to set it up from just 
researching what is a portfolio and what is going into a portfolio doing that research extra leg work I find also a 
barrier for someone who is not so interested in doing it they might not go that extra mile and if I think support it in 
terms of, it should be giving you, it should be easy for you to find help on encouraging people to set it up and how to 
set it up and what should be in it so time workload and support itself. 
Bile: um, for me the biggest challenge was time, err, I only started my teaching portfolio when there was only one 
week before I submit it (laugh at the back) for promotion and it was really a problem and I didn’t know even where 
to start, what are the ideas, what are the most important ideas I should put into that teaching portfolio; even the 
structure to organize it, how to organize it and, of cause, through the help of CTLM I manage, at least now I’m in a 
better position, when I write the next one I will be in a better position, it will be better than the next one. 
Sana: I was blessed to attend the course, and um, I think Champ grew quite a few grey hairs with us, um, you know, 
time, planning procrastination um, um, that all makes it a challenge, but it’s good at the end when you’ve done it and 
it’s a yep, well done! 
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Carrey: Um, one thing that we have to remember, and I don’t know whether this is part of the question, is that 
you’ve got to keep info, like for instance if you’ve done a project, let’s say in a rural areas, take a few little pictures 
so that you gonna, put them in your portfolio. Keep the little emails that students send you because sometimes 
students send like beautiful emails and that’s you see them and off they go you know; that kind of thing will make 
me think, oh yha, that I must create a folder for those kind of things. 
R: As if you read my mind, I was gonna ask you what do you think goes into teaching portfolio? Think of 
content of teaching portfolio; what should be included in teaching portfolio? 
Carrey: The things I’ve spoken about, the pictures and what students say, but I think a lot of reflection on what 
you’ve been doing and how you doing it and then also reflection from your , oh, I don’t even know it’s called 
reflection but from your peers because I think that plays a role and the direction that you think you should be going 
in, um,  because you may be lacking in something for instance I’m lacking in research so I need to think in my 
portfolio how can I put that forward and use it in the portfolio, you need to start thinking about things like that, and 
then industry is also important. We must never forget that we are training our students for industry so you need to 
get industry input as well. 
Lien: I just want to add to what you’ve just said and there, like you’ve said already but your own vision err, what do 
you see as good teaching, or, and, and with that your mission and from there the goals that you set so structured, 
then also to take into consideration for, for example, the NMMU vision & mission, if you start with it, because we 
teach in this environment and what we plan to do must be part of that environment and it was first difficult for me 
because I’m not somebody that reflect, to put, think now, why do I do this, is what I do right,  and then to also to put 
it in perspective within my environment where I do it, so that is what is really important, part of my portfolio before 
all the other. 
Rina: For me was important is the feedback from the students, whereas wasn’t I so much about the good feedback. I 
actually wanted to see what can I improve well, it’s nice to see good feedback, yes sure, but not bad feedback it’s not 
like couple of swear words let’s say it that way but, um, constructive feedback as, um what can be done better and, 
um, I was, actually when I was looking through my um, my students’ feedback, especially the first year because they 
always throw the way and the questions whereas the others don’t and, um, some of them actually, um, did put nice 
feedback as in like what could be improved. What did they have done in school which can still be implemented 
especially in first years whereas to get the transition easier for the students from school to university so I thought 
that is actually quite nice.  
Nito: Um, the things that should go in portfolio into a teaching portfolio your own, first you should clear your own 
teaching philosophy, and your own ideas and values and how it fits into the bigger picture of where we sitting. Um, 
your goals and objectives then also content of how maybe you’ve achieved some of your goals so if you say goal 
was to improve, um, student participation or something, maybe you can set up how you gonna measure that and then 
in your, I later in your portfolio you have evidence of that, so, or  later, say you said that in January or in June or 
something you have some evidence that and feedback from students that is also very important and that and that 
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feedback from colleagues err those are, I think those use the main things. What is it that you do, your goals, 
feedback evidence of trying to achieve those goals, feedback from students, feedback from your peers. 
Bile: You’ve mentioned almost everything I’ve think of (laugh), yha, for sure your teaching portfolio should go in 
as, in what do you think of teaching and of course student feedback is important and as well your progress what I 
have achieved er including research err of course the other things like engagement like the photos that you 
mentioned so you must also record everything that you attend including the workshops, conferences and so forth. 
Sana: For me it’s also important to have some SWOT analysis, there, see what I’m good at what I’m not good at 
what can I do, what strengths, what challenge is there, um, students feedback absolutely;  but also I think you know 
sometimes we sort of file this portfolio. For me it should be like a living document, it’s something that you should 
build on every day you know, um, make notes, file the things in. 
R: Do you keep your teaching portfolio, if you keep them do you update them, and if you update them how 
often do you do that? And if not, why don’t you update your teaching portfolio? 
Carrey: Well, I would say I do keep them only because it is digital, no, well not because it is digital but it is digital. I 
must say that I entered excellent teacher of the year, few years before that so I didn’t have something to go back on 
as well for the new one whether we update it, we should update it like every year or every semester let’s say, um, in 
my case I don’t, I do it when there’s an award or, um, promotion. However,  I think as I said before with free coming 
I think you gonna have to do the teaching portfolio to seat down with your head of department to go through, so I 
think the university is moving towards that way, we have to update it whether we like it or not. 
Lien: We definitely keep it because we have to hand it in again so, err it’s there, but also you have to update it 
regularly also something that I don’t really do, um, once a year I will go through and, but then you also forget; but 
then the real value of portfolio is less but if you do it regularly you then can really reflect and do something while 
your student are still in that module so we should actually do it much more regularly and make time to do it 
regularly and not that once a year. 
Rina: yha, well, like I said before it’s like yes, what was said before, you should keep it yes, because you can 
develop based on that, you can grow and develop it, I personally haven’t had the chance to update it yet, but I always 
keep like kind of tasks on my outlook calendar when is, and then later on I would be able to go back and put it in a 
teaching portfolio. So I’m not planning really to update it more than once a year, um cause I work with other 
methods, like during the year and I just like update it once a year I only want to like update it once a year cause I 
only want to touch it really like once a year (Laugh and joined by others). 
Nito: I said at the beginning the first time I set it up, I set it up once then maybe when I look at it once a year I but 
since the second time setting it up especially cause as I said there is about four or five of us that are actually doing it 
and what we find works well is that we update it once a month and usually once a month someone goes to CTLM 
workshops of a conference or something and then that something has to be added to their CV/portfolio and we tend 
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to like sit down together like once a month and then let’s say you are sort of like forced to do it and in that way you 
don’t look at the whole, you can’t look at the whole portfolio, you look at one section, maybe this week you look at 
conference paper, you go look at the research side of it or engagement side of it or it’s the end of the semester just 
get back those feedback so you now you look at the students evaluation side of it. Maybe so when you look at it you 
don’t look at the whole thing once you look at the whole thing once a year or twice a year but bits and pieces of it, 
do touched every, once a month or so. 
Bile: Yha, of course to set myself from stress (Laugh) I will study everything, I definitely have to keep it and update 
it every time there’s something new I have to add it on my teaching portfolio. 
Sana: Yho, I think just the busyness of our lives know that just like a big stone set on my feet or head I don’t know 
where is this stone, but anyway, um…, but definitely you know, to keep it and like I said previously to make it a 
living document not let it you know, be there for another year or 2 maybe, um, what I do is the, I almost want to say 
all the different workshops and conferences and things that I attend, you know, that I file in. 
Bile: Just to add also to measure your development, err, it’s very important that you update it so that you can see 
where are you in terms of your goals 
R: How do you feel about teaching portfolio? 
Sana: Very honest if I was not forced to do it I wouldn’t have done it. 
Bile: For me, err, um, it’s a very positive thing because it helps me to grow and to see myself in future 
Nito: I’m the same, had I not being forced to do it the first time I don’t know whether I would have one now but 
having done one now adding to one. I feel positive about it but the first time it was more like the time, this thing I 
have to do, so much time to set up, so many other things, the deadline you have to meet but once you do it you then 
see the benefits. I don’t think it’s something you see the benefits of if you don’t have one it looks like what is this for 
you know. 
Rina: I concur, it’s like if I haven’t had to do it I wouldn’t have done it but err, now it’s like everyone said it’s like a 
living document it’s just something to add on because the skeleton is there, just like to add on it. 
Lien: It’s sort of human nature that um, you sort of hate it if you are forced to do it, and its pity that one has to be 
forced to do it, but because of our busy lives that only way that most people will get to do it. Err for me it was also 
forced to do it therefore I have done it but I can also see the benefits so how I feel about it, um, it’s a necessary evil 
but it’s not really an evil you see there’s a part of an evil because I don’t have time but after you’ve done it you 
realize how important it is and what the benefits are.  
Carrey: I think um, I think the problem came in is most probably the format that we were, again I use the word 
forced, forced to use for instance for the award if made it very laborious and I think a teaching portfolio does not 
have to be laborious. I think we can look at making it more stream lined, which won’t have this big time factor 
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involved um, and if you want to reflect and you want to have big reflect you have big reflect but you have a small 
reflection you know, so I think it was maybe the manner that made it this mountain. For me was the manner in 
which I had to write the portfolio. But I will definitely keep it now but maybe only because of free (Laugh) 
R: Do you see uncertainty as one of the major constraints of teaching portfolio development? 
Sana: For sure it was um, for me it was not so difficult to reflect but oh my word, when it comes to that Moodle 
story ha, I almost had a heart attack (Laugh). 
Carrey: What are we supposed to do again? Sorry. 
R:  The question is, do you see uncertainly as one of the major constraints of teaching portfolio development? 
Carrey: Yha! The uncertainty of how big the task is, or is not and that is why I said we don’t need to make it as big a 
task as we think it is and it’s like people who write paper, they will write papers I mean it’s simple for them to write 
paper for me it’s like a major issue to write a paper. I think portfolio is the same thing if we stream line at a bit. 
There is uncertainty about it. 
Lien: The first time that you do it uncertainty is one of the major constraints, after that you were always doubt 
yourself, do you do the right thing so we will always be that element of certainty but I think the first one is a really 
major constraints. 
Rina: Yha; I must honestly say it’s like I found it actually quite nice to have a template from NMMU because you 
could just answer questions (Laugh) and err, for we being engineering, it’s just um, you flip it up (Laugh), I can say 
ok um because I’m usually the person I the best I write in bullet points just get to facts but, um, it was, um, the 
uncertainty or what you underestimate the time it takes to put your thoughts down and get done flipped up (laugh). 
Nito: definitely, I think I said it earlier, the uncertainty of not knowing what should be in it and shouldn’t be, how 
short it should be, how to start it, just starting it is always the toughest thing so uncertainty in the beginning 
definitely plays a biggest role but afterwards, I think so much, it’s more time factor then the uncertainty factor but at 
the beginning uncertainty is a big thing. 
Bile: Like as said other people, uncertainty is in the, in the beginning, once you have do it then the level is 
decreasing. 
Carrey: I think also the uncertainty came in what do you have to put in the portfolio, once you start doing the 
portfolio and you see that actually you can put in about anything, I mean I put picture, as I said, of a projects in the 
rural areas, that my students did and I was involved in and I mean that made it say interesting to read so you’ve got 
to you actually have to think what can I put in my portfolio can look completely different from Champ’s to instance.  
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R: Do you believe that if the institution can force the academics to develop teaching portfolio and give support 
at the same time the intake will be more than it is at the moment or the buy in will be more than it is at the 
moment?  
Carrey: I’ll answer that. Forced I know that I don’t like being forced, however I would say if you come in with a 
portfolio and you are being rated for whatever let’s say free, ok, it’s not nice word but let’s just say the free thing 
that we’re doing if you come in with portfolio it may make my job a head of department much easier to actually rate 
you, um, if you don’t have a portfolio I’ve to get it out of you so you may lose out in the end without that, um, I 
think the support is very important because I think people need to know that if I’m doing this portfolio and I wanna 
add something in it or how do I do it or how do I add research into it, so I think that needs to be there but I think the 
force thing, the one thing is, people don’t like to be forced they can be encouragingly forced but, yha, forced I think 
is not gonna work. 
Lien: If it was not for the support, I would never have started it and good support that I got here I would never have 
looked at it. So the support is major, is a major factor. People don’t like to be forced but it’s also, if you don’t, if you 
are not forced to do you’re not going to do it. So there must be some element of force but I think it should be rather 
in a way of positive motivation than really, if you don’t do this then this will happen. More a positive motivation in 
doing it, but the support is the main element that’s important.  
Rina: Yha, I also think that it shouldn’t be forced, it should be positively enforced, um, I don’t think in my 
department anybody would look at it because it’s a research driven department. They are not so much into teaching, 
so, um, I know; I don’t think that they will actually look at it if they are not forced. Not even, they have to be forced 
in order to look at it. Positively wouldn’t work, positively enforcement, but, um, it is something, it’s like I only 
started after I went to the seminar because I didn’t know where to start. I thought let’s first have a look at the 
seminar and then think about it (laugh). So, I was actually lucky that I actually did it that way I think. 
Nito: um, I think one way to get people to do it is if you force people to do it and if I think back, I’ve only been here 
for five years, four years. If I’ve been told from day one that this is just one of the requirements just like everything 
else is part of your job, I think it couldn’t be such a schlep to think to set it up because it’s just part of the thing but 
err. So, I say it maybe from people starting now might be easier to enforce it; I’m not sure about someone who have 
been here for a while and hasn’t had to set it up. That probably have more of negative impact on maybe, I’m not sure 
but in the beginning definitely if you enforce it from the start I think it makes it a whole lot easier in the long run.  
Bile: um, err, I’m personally against the idea of forcing it, err, I think it should be encouraged not forced, and err, I 
also believe that people want progress in their lives and here at NMMU is kind of forced but people are not feeling 
like it’s enforced but because before you get promotion or get any award um, you need to develop a teaching 
portfolio. So, in a way it is forced. It can’t be more enforced than it is now, that’s my feeling. 
R: you wanted to add; can I ask you to, in your addition, to say what type of support will academics need? 
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Lien: I also thought that if we get more like the head of department buy in first because they can have a positive 
influence and motivating rest of the staff to do it, err, way to also to schedule workshops where a department for 
example sit and develop like you are doing. I think that’s a fantastic idea to sit as a group of people and maybe as a 
department if the department is not big or maybe a smaller group and such a workshop because then you’re forced to 
spend that time on it and you give all your time on it and it’s better to do it that way of cause you have to go 
afterwards and put in your personal stuff etcetera, etcetera, but, especially for the beginning to as a department start 
with it and do it and get their, the buy in of the head of department I think that will be a very good start of not 
forcing people but positively motivation and take it from there, 
R: Is there anyone who would like to add before we close up? 
Carrey: I just want to say one thing that also help, the teaching portfolio can help you with your CV, um, so, your 
teaching portfolio could actually be your CV as well or you could take bits out of it for your CV and you can make a 
very interesting CV as well. So, I think there are very good benefits that we need to sell with respect to that and with 
respect to the support from um, whoever support um, maybe the, the, the, and I don’t know how many workshops 
there are, I came to one of them but err, workshops like, let’s say beginning of the year or a department workshop is 
to me fantastic to me because everybody knows everybody at the department would be a good idea and continued 
help 
R: Ok colleagues, thank you very much, that’s all for me 
Participants: Thank you very much 
 
 
